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To Marnie
When two people love each other, nothing is
more imperative and delightful to them than
GIVING: to give always and everything, one’s
thoughts, one’s life, one's body and all that
one has and to feel the gift and to risk every-
thing in order to be able to give more, still
more
.
Thank-you for Giving --for Risking— for Feeling-
for Always Loving— and like tue boy and the
Velveteen Rabbit, for finally making me REAL.
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There is nothing I can give you which you have not,
But there is much, very much,
That while I cannot give it,
You can take.
No heaven can come to us
Unless our hearts find rest in today.
Take heaven.
No peace lies in the future
Which is not hidden in this present instant.
Take peace.
The gloom of the world is but a shadow.
Behind it, yet within reach, is joy.
There is a radiance and glory in the darkness,
Could we but see, and to see, we have only to look.
I beseech you to look.
Life is so generous a giver, but we.
Judging its gifts by their covering,
Cast them away as ugly, or heavy, or hard.
Remove the covering, and you will find beneath it,
A living splendor, woven of love, by wisdom, with power.
Welcome it, grasp it, and you touch
The angel’s hand that brings it to you.
Everything we call a trial, a sorrow, or a duty,
Believe me, that angel’s hand is there;
And the wonder of an overshadowing presence.
Our joys too; Be not content with them as joys.
They too, conceal diviner gifts.
And so, at this time, I greet you.
Not quite as the world sends greetings,
But with profound esteem
And with the prayer that for you, now and forever,
The day breaks, and the shadows flee away.
Fra Giovanni, 1513, A.D.
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ABSTRACT
The primary purpose of the present study was to develop and test
a scheme for supervision in the triad involving the student teacher,
cooperating teacher and supervisor, integrating four conceptual bases:
(1) management by objectives (MBO) ; (2) supervision in a triadic
relationship; (3) research on student teacher concerns; and (4) the
Hersey-Blanchard model for situational leadership. A secondary pur-
pose was to examine the fit of the situational leadership model to
the requirements of the student teaching situation.
A review of literature pertaining to the preceding four conceptual
bases indicates that none of these techniques may be encompassing
enough to cope with the requirements of the unusual situation found
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in student teaching, where two leaders' and one follower's activities
need coordination. An MBO/Leadership supervisory model with four
phases (Planning: What; Planning: How; Implementing; and Appraising)
was formulated, described and diagrammed in a flow chart from the
literature analysis. The model provided direction regarding how and
on what the program supervisor and cooperating teacher work coop-
eratively and how they coordinate the separate actions taken by each
with the student teacher.
Using an MBO system initially to help organize the efforts of all
participants, each triad mutually agreed on objectives for the student
teacher and established an MBO contract. The shared responsibility of
the supervisor and cooperating teacher in planning how to best assist
the student teacher in completing his/her MBO contract was considered
next. To achieve maximum effort from both leaders, to clearly define
role responsibility and to refine the cooperating teacher's and/or
supervisor's behavior in adapting to a particular student teacher's
needs or objectives, a situational leadership model developed by Paul
Hersey and Kenneth Blanchard was incorporated into the supervisory
process. An addendum to the MBO contract specified the leadership
style each leader was to utilize for each objective for which the
student teacher had contracted.
During the Implementation phase, each leader attempted to utilize
the contracted leadership style. Additionally, a clinical
supervision
model was employed by the program supervisor, while more
informal
ix
methods were used by the cooperating teacher. Each provided direct
feedback to the student teacher on aspects concerning his/her teach-
ing. During Implementation and Appraisal phases, evaluation was uti-
lized primarily as an input to further planning.
The evaluation was guided by four overarching questions
:
(1) What changes are needed in the process?
; (2) Does the supervisory
process result in the accomplishment of significant objectives?;
(3) How well did the Hersey and Blanchard model of situational leader-
ship apply to the supervision of student teachers?; (4) Is the process
practical and effective in the judgment of the participants—student
teachers, cooperating teachers, the supervisor, and administrative
personnel? The participants in the field test included nine student
teachers and nine cooperating teachers in one elementary school. The
duration of the field test was four months. Synthesis of the evidence
indicates that the process worked satisfactorily and that the changes
recommended were minor; that the outcomes reached by members of the
triad were both significant and similar to the goals which had been
set: that in the iudgmert of the participants and others, the MBO/
Leadership approach to the supervisory process was perceived as useful
and as an improvement over supervision of student teachers in the
school prior to the semester in which the present study was
conducted;
and that both . cooperating and student teachers preferred
leadership
styles that varied on the amount of direction given by
a leader but
maintained a high degree of socio-emotional support
for the follower.
X
Continued research should be directed toward the applicability of the
Hersey and Blanchard model in education and other helping professions,
particularly when the supervisee is an adult in a learning role.
xi
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CHAPTER I
NATURE OF THE STUDY
"Two is company, three is a crowd."
Thomas Fuller, Gnomologia
,
1732
Background and Problem Statement
The student teaching experience is undoubtedly the most important
aspect of any teacher education program. The literature abounds in
testimonials from students, professional educators, and critics of
teacher education programs as to the value and importance of the stu-
dent teaching experience (Andrews, 1964; Bennie, 1972; Conant, 1963;
Leslie, 1969; Silberman, 1970; Yee, 1967). Close association with
teachers and teaching can cause a student teacher to raise important
questions, to sense disequilibrium, to obtain specific knowledge and
skills, and to feel a growing commitment to excellence in his/her
chosen profession.
Compared with the kind of clinical training student teachers
should and could receive, however, practice teaching often falls short
of the mark. Dissatisfaction in the professional community with the
effectiveness of the experience is widespread, as Andrews (1964) sug-
gests :
2Nowhere are the vast extremes between excellence and inade-
quacy in student teaching more striking and more shocking
than in the dimension of quality. Some student teachers
have a skillfully guided growth experience which leads them
to an artistic and professionally effpctive performance in
directing learning, while others have a continuously frus-
trating, emotionally disturbing experience during which they
receive little positive direction or assistance, and may in
fact learn unwise and professionally unsound procedures.
. . . Unless all signs fail, the fears of many directors
and coordinators seem well founded— that the quality of
student teaching will not improve generally, actually will
decline in various places, unless and until the profession
as a whole recognizes the dimensions of the problem and
takes effective action, (pp. 7-8)
Both teacher educators and public school personnel have to address
the problem of quality and provide leadership to ensure that high
standards will be set for and met by prospective teachers. Direct
responsibility for the quality of a particular student teaching experi-
ence, however, rests with two persons in a supervisory relationship to
the student— the cooperating teacher and supervisor from the program.
Guiding young people to develop a deep, meaningful concept of teach'
ing, helping them analyze the many facets of teaching, and providing
them with pertinent resources, are activities that demand professional
expertise, including supervisory skill. The present study focuses on
the supervisory process, which has been specifically identified as one
facet of the problem in providing a high quality student teaching
experience. Silberman (1970), for instance, has observed, ". . . stu-
dents receive incredibly little feedback on their performance, for
supervision tends to be sporadic and perfunctory" (p. 451).
In addition to unsystematic application of supervisory
processes,
3the roles and responsibilities of the supervisor and cooperating
teacher vis-a-vis the student teacher are often not clearly defined
and sometimes bear little relation to role capacity. Cooperating
teachers and supervisors frequently lack training in supervisory skills
that they could use. Finally the field of education has not borrowed
as widely as it might in identifying and adopting leadership theory
relevant to the problem.
Currently available supervisory techniques that specifically apply
to student teaching include the Goldhammer (1969) and Cogan (1973)
models for clinical supervision. More general approaches to supervi-
sion that have developed outside the field of education may also be
applicable, however. Management by Objectives (MBO)
,
a process that
originated in the business world, has already found some use in educa-
tion and i^ student teaching. MBO, however, has had a mixed reception
and its potential limitations in instructional applications need to be
squarely addressed if it is to be successfully utilized. Not yet
tested in education is a supervisor strategy based on situational
leadership theory, also borrowed from the field of business.
None of the preceding techniques may be encompassing enough to
cope singularly with the requirements of the unusual supervisory situa-
tion found in student teaching, where two leaders' and one follower's
activities need coordination. There does not seem to have been a
conscious application of more than one of the techniques available to
supervision in student teaching. One reason it might be desirable to
4approach the development of a more effective supervisory process by
eclectic use of several techniques is that each addresses particular
aspects of the supervisory situation. MBO may give overall direction
to the student ceacher s learning, whereas a clinical supervision
model outlines the specific processes for observation, including
preparatory and follow-up conferences. Situational leadership tech-
niques would further refine the cooperating teacher’s or supervisor's
behavior in adapting to a particular student teacher's needs and
objectives
.
Whether each of these specific processes can be incorporated into
a richer, coordinated process for supervising student teachers is the
first problem of the study. Given a potentially feasible model for
such a process, the second question is whether or not it works and is
effective as each member of the student teaching triad carries out his/
her roles throughout the student teaching experience.
Purpose of the Study
The primary purpose of the present study was to develop and test
a scheme for supervision in the triad involving the student teacher,
cooperating teacher and supervisor, integrating four conceptual bases:
(1) management by objectives; (2) supervision in a triadic relation-
ship; (3) research on student teacher concerns; and (4) a model
for
situational leadership developed by Paul Hersey and Kenneth Blanchard.
A secondary purpose was to examine the fit of the
situational leadership
5model to the requirements of the student teaching situation.
The study has a dual emphasis on design and field testing. One
intent was to develop a conceptually-based model that could guide
supervision in designing future student teaching experiences. Field
testing of the innovation alone, rather than evaluative research com-
paring the innovation to other methods of supervision, was the appro-
priate evaluation strategy to first apply to a new development.
Methodology
The supervision procedure was formulated from an analysis of the
literature, which is presented in Chapter II. In the following sec-
tion, four specific phases (Planning: What; Planning: How; Imple-
menting; and Appraising) are outlined and operationalized. These
phases and the evaluation methodology are described briefly; a more
detailed discussion of the supervision process and methodology may be
found in Chapter III.
Supervisory Procedure
Phase I (Planning: What) . Simultaneous with the beginning of
student teaching. Phase I began. In informal introductory meetings,
the supervisor became acquainted with both ccoperating and student
teachers, identified roles of each member of the student teaching triad
including the supervisor, summarized procedures for the semester, and
administered Fuller’s Concerns Checklist to each student teacher. A
6formal group meeting to brainstorm objectives was held with all
cooperating and student teachers participating. A master list of
potential ob]ectives for the student teacher was compiled to assist
the cooperating teacher in setting objectives for the student teacher,
and the student teacher in establishing objectives fo.r him/herself.
At a subsequent meeting with each triad, MBO contracts were formulated.
Significant objectives were selected, mutually agreed upon and listed
on the MBO contract along with activities and projected time lines.
Phase II (Planning: How)
. Upon completion of all contracting
sessions, another formal group workshop was held to discuss the Life
Cycle Theory of Situational Leadership (Hersey and Blanchard, 1972).
Another set of triad meetings followed to contract appropriate leader-
ship styles for the cooperating teacher and supervisor to follow in
assisting the student teacher acnieve hio/her objectives. The result-
ing MBO /Leader ship contract was made final by the mutual agreement of
all triad members.
Phase III (Implementing) . With the establishment of this con-
tract t"hp formal imnlprnpntat ion phase began- Supervision the stu-
dent teacher by the supervisor was carried out using a clinical super-
vision model. Support seminars were developed in response to the needs
of the individual student teacher identified in the contracting process.
A mid-semester triad meeting was held to assess overall progress,
redefine objectives, consider new or delayed objectives, renegotiate
leadership styles and review projected time lines for each objective.
7Phase IV (Appraising). Finally, upon completion of the objec-
tives and course requirements, an appraisal of the student teacher's
performance was made in a session with the student teacher, cooperat-
ing teacher and the supervisor.
Nature of Evaluation
The participants in the study included nine senior elementary
majors from a university teacher education program, nine classroom
teachers from one public elementary school, and the author, who
assumed the role of supervisor and cooperatively worked with each stu-
dent teacher and cooperating teacher. The supervisory process was
utilized over the period of one semester.
The evaluation was motivated by the need to determine whether the
process described above and its outcomes were satisfactory. The study
was guided by four overarching questions. These questions are listed
below with specific details on the content of each.
Question A: What changes are needed in the process? Each
activity in the four phases of the supervisory process (Planning:
What; Planning: How; Implementing; and Appraising) was analyzed to
determine whether implementation resulted in the accomplishment of the
goals stated for the activity. Additionally, the flexibility of the
contracting/supervisory process was also examined.
Question B; Does the supervisory process result in the accomplish-
ment of significant objectives? This question was answered by deter-
mining how significant the contracted objectives were in the opinion of
8triad members and whether the original objectives were met.
Question C: How well did the Iiersey and Blanchard model of
situational leadership apply to the supervision of student teachers?
The distribution of leadership styles selected for a set of situations
by cooperating teachers and student teachers was examined and compared
with the distribution of styles found in other helping professions.
The dominant styles, range of styles and effectiveness of the choices
made by participants were described next. The distribution of con-
tracted styles was tabulated and related to the previous data.
Finally, the question was raised as to whether the cooperating teacher
and supervisor used the contracted leadership style in working with
the student teacher.
Question D: Js the process practical and effective in the
judgment of the participants— student toothers, cooperating teachers,
the supervisor, and administrative personnel? Ratings on the effec-
tiveness of the supervisory process were obtained through a question-
naire administered to the student teachers and cooperating teachers.
From Lhc oup6i"vioui s xw^ and xeedoauK. xrom tne ocucieut cea-uner ana
cooperating teacher, the amount of time spent by the participants in
large group meetings, in planning meetings, in formal conferences,
and all other supervisory events, was recorded. Through a question-
naire given to student and cooperating teachers who did and did not
carry out the supervisory process developed in the present study, an
attempt was made to study any difference in their ratings of the
supervisor. A final question was posed as to whether or not the
Par ticipants , their colleagues or the university program wished to
continue or adopt the contracting/supervisory process.
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Significance of the Study
The researcher developed and tested procedures for the supervi-
sion of student teaching by proposing a new model combining manage-
ment (MBO) and leadership (Life Cycle) theory in the student teaching
triad. With the development of management and leadership skills, the
cooperating teacher, supervisor and student teacher were able to con-
tract tasks, objectives, and evaluative criteria and negotiate
specific leadership styles. This process enabled the leaders (coop-
erating teacher and college supervisor) to know what assistance and
resources the followers (student teacher) needed to accomplish each
stated objective.
Through application and field testing of procedures related to
Management By Objectives and the Life Cycle Theory of Situational
Leadership, the present study also attempted to bridge the gap between
theory and practice. In the study, a relatively new theory (Life
Cycle)
,
for which only a small amount of empirical data have yet been
gathered, was tested in an educational environment. Not only could
this research result in a broadening of the concept of supervision
beyond what is presently known as clinical supervision, it could
stimulate the application of leadership theory in other areas of
school
10
c->
administration; e.g., principal-department chairperson-teacher
evaluations or teacher-student-parent contracting.
Limitations of the Study
Generalization of the results of the study is limited by a num-
ber of factors. First, the number of participants was small and the
sample of student teachers and cooperating teachers participating in
the study were from only one elementary school and attached to one
teacher education program. Further field tests with larger, more
varied audiences would be required to validate the model.
The group meetings and certain other features of the implementa-
tion capitalized upon the proximity of the cooperating teacher and
student teacher involved in the study. Different procedures would be
required, were teacher and student teacher spread out over a large
region.
The author assumed the role of supervisor and was also the major
facilitator in the implementation of this theory into the school set-
ting. The investigator was a participant/observer and recorder
throughout the study; thus experimenter bias was uncontrolled for in
the data collection.
Finally, the present study was an exploratory, first stage, field
test due to the lack of previous implementation of situational leader-
ship theory to supervision in educational settings.
11
Organization of the Dissertation
The present study is reported in five chapters. In Chapter I,
the background and statement of the problem were presented, the purpose
of the study is defined, the methodology described, and the study's
significance and limitations explored. In Chapter II, the theoretical
background of the study is presented, consisting of a selected review
of research dealing with management by objectives, supervision in the
triadic relationship, student teacher concerns, and leadership theory,
particularly the Life Cycle Theory of Situational Leadership. In
Chapter III, the supervisory process and field test procedures are
explained; the field test setting, the specific field test questions,
the instruments, the data collection plan, and the process used in
data analysis are described. The findings of the study are presented
and interpreted in Chapter IV; the overarching questions posed in
Chapter I are answered there. In Chapter V, the conclusions and recom-
mendations of the study are discussed with implications presented for
further research.
12
CHAPTER II
REVIEW OF RELATED RESEARCH
The literature pertaining to student teaching denotes the variety
existing in the conception, organization, and operation of student
teaching programs. These teacher education programs extend into hun-
dreds of public schools across the country placing teachers and admin-
istrators in active, participatory, and supervisory roles where they
have limited preparation and little assistance in effectively assuming
their responsibilities. The methods of student teaching and systems
of supervision vary greatly, depending on the college from which the
programs are offered. This variety in supervision of student teachers
exists as a result of confusion, uncertainty, and lack of knowledge con-
cerning student teacher training. The present study investigates this
problem through a review of pertinent literature and proposes a con-
ceptual teacher training model to guide educators in designing future
teacher education programs.
The literature review presented in this chapter is organized into
four sections. Literature pertaining to a system of management by
objectives will be summarized in the opening section, with applications
to the field of education indicated. In Section Two, supervision in
the student teaching triad is discussed with special focus on
the prob-
lems inherent in three member groups. Roles of supervisors
are defined
13
and contributions to supervision suggested by humanistic psychologists
are also included.
Frances Fuller's work at the Research and Development Center for
Teacher Education at the University of Texas is examined in Section
Three. Her hierarchical code of teacher concerns is discussed as it
applies to student teachers.
Section Four will examine several theories of leadership with a
detailed section on the Life Cycle Theory of Situational Leadership as
developed by Paul Hersey and Kenneth Blanchard (1972).
Chapter II concludes with a synthesis of the research incorporated
into a four-phase model for student teaching supervision.
Management By Objectives
As school officials became increasingly concerned with the quality
of services their systems provided, they began to look beyond education
for examples of viable methods for establishing and attaining objec-
tives (Hacker, 1971). Kaplan (1973) recommended the following "guiding
ptucess." in developing a management by objectives system in education.
"Decide where, in general, you want to go (your 'goal'), define,
within that general ideal, a specific destination (the 'objective )
and map out how, given the resources available, the objective is to
be
achieved (the ' strategy ' )" (p. 4). However, the
objective-setting
process has seen only limited use in educational
management. Articles
adapting MBO to education began to appear in the
early 1970 s, but they
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have been relatively few and far between (Schwartz, 1975). Recently,
several large school systems have given their attention to the MBO
technology currently popular in business (Hacker, 1971; Schwartz, 1975).
This interest in the management by objectives approach has grown
steadily in business since it was popularized in the fifties by Peter
Drucker and Douglas McGregor. Drucker (1954) concluded that managers
should be responsible for setting both their own objectives and those
of their subordinates in conjunction with organizational goals.
McGregor’s (1960) modified version of management by objectives included
both the negotiation of goals by subordinate and superior and the iden-
tification of objectives for the individual. In McGregor's version,
most of the objective-setting was done by the subordinate; the superior
acted as facilitator, assisting in the formation of those objectives.
A popular definition of MBO, conceptualized in 1 965 by George
Odiorne, suggests that a superior manager and his/her subordinates work
as a team to jointly identify objectives for the subordinates' func-
tions. Odiorne states:
The system of management by objectives can be described as a
process whereby the superior ana subordinate juiuLly iden-
tify goals, define individual major areas of responsibility
in terms of results expected of him, and use these measures
as guides for operating the unit and assessing the contribu-
tion of each of its members, (pp. 55-56)
Odiorne suggested tnat MBO nas four basic phases when installed in an
organization
:
1. Familiarization of the top man and his key executives
(those who report directly to him) with the system and
how it operates.
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2. Following the decision to install the system, the
top man and his subordinates program measures of
organizational performance.
3. Goal-setting methods are then extended down through
the organization to the first-line supervisory level
through a successive series of meetings between the
various organizational units and their superiors.
4. The necessary changes are made in such areas' as the
appraisal system, the salary and the bonus proce-
dures and the delegation of responsibility. Ambigu-
ous policies are clarified and procedures that may
be blocking effective operation of the system are
amended, (p. 69)
Research has indicated the value of establishing individual objec-
tives for each manager and supervisor congruent with departmental and
organizational objectives and the value of periodic and final review
of performance in relation to these objectives. Raia (1965) and
Meyer, et al. (1965)
,
have noted that management by objectives does
indeed
:
1. Improve communications;
2. Increase mutual understanding;
3. Enlarge opportunities for utilization of ability;
4 . Improve planning
;
5. Create more positive attitudes toward the evaluation
system;
6. Promote innovation.
Research has also demonstrated, however, that the way organiza-
tions and individual managers set up and apply a system of management
by objectives may impair their effectiveness (Raia, 1966; Tosi and
with different needs and personalities mightCarroll, 1968). Managers
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be expected to react in dissimilar ways to various job situations.
Vroom (1964) and Korman (1970) cited evidence for the theory that an
individual's work performance is a function of how he perceives him-
se^~ ^-n relation to his work assignment. A system such as management
by objectives must be adapted to fit the particular circumstances under
which it is applied.
Because of the limited amount of empirical research on the effects
of installing a system of management by objectives into various set-
tings, the researcher will investigate goal-setting and participation
in the goal-setting process conducted in settings without established
MBO systems. Although this research was not conducted in educational
situations, it suggests some facilitative conditions under which objec-
tive setting might be carried out. Furthermore, group objective-
setting is described, and the team processes utilized in planning effec-
tively in an MBO system are explicated.
Setting of goals . Fryer (1963) reported that when subjects were
obligated to set goals, their levels of performance increased most on
difficult tasks; while Stedry and Kay (1966) stated that the setting
of difficult goals increased overall performance. Locke (1966) and
Locke and Bryan (1967) concluded through their studies on relation-
ships between goal and performance levels that:
1. The higher the goal, the higher the level of perfor-
mance .
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2. Specific goals resulted in higher levels of per-
formance than when subjects were told to do their
best.
3. An initially low-motivated group equalled the
performance of an intially high—motivated group
when given specific goals.
4. Setting goals for boring tasks increased interest.
5. If too many goals were identified, they became
difficult to accomplish and there was less clarity
on the goals as a set.
Par ticipation in the goal-setting process . Different degrees of
participation in goal-setting may also influence the results obtained.
Vroom (1964) cited evidence that satisfaction incieases with increased
Pafticipat x: n. Maier (1963) found that subordinates showed greater
acceptance of decisions when they participated in the decision-making
process; with proper leadership, these decisions were also found to be
of superior quality (Maier and Hoffman, 1960). Vroom (1965) also found
that job satisfaction in managers was related to the extent to which
they could influence their superiors in decision making.
Although the preceding research on goal-setting and participation
was not actually carried out using MBO, the results suggest that the
manner in which goals or objectives are established has a direct bear-
ing on the success of an MBO approach. It would also appear that the
results obtained in the goal-setting process would vary with the situa-
tion and characteristics of the manager.
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Group objective-setting
. One manner in which objectives are
being established in management by objective systems is through group
objective-setting. This process is seen by Beck (1975) as one of the
most important methods of using the MBO concept effectively. Beck
sees the team process as being useful in several situations:
1. A team that works together on a permanent or semi-
permanent basis.
2. Individuals brought together for a special task or
project and disbanded after its completion.
3. Individuals from different functional areas in the
organization who need each other to accomp] ish their
objectives, (p. 6)
In discussing group objective setting, Beck considered it neces-
sary to study both task (content) and process (how individuals work
together) issues. Certain items such as clarifying role functions,
interpersonal relationships between members, handling of conflict and
confrontation and accountability measures were considered especially
important, by Beck, for group consideration.
To achieve a high level of effectiveness in this area of group
objective setting requires commitment on the part of the leader and
members of the team, according to Beck. He perceives the outcomes as
high commitment to objectives and decisions, high motivation, maximum
utilization of human resources, high satisfaction for both individuals
and organization.
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In their article, Beyond Management By Objectives
,
Gill and
Molander's (1970) view coincides with Beck's theory on the importance
of group objective-setting. "It is clear from an examination of the
work of motivational theorists that objectives which are worked out on
a group basis, rather than given to individuals by an authority, are
those to which people will be most committed" (p. 20). They feel that
group objective-setting procedures will have two main effects:
1. Targets set on the basis of group activity will be
those to which individuals feel genuinely committed.
2. The resulting targets will be those which lessen
the degree of interdepartmental friction which often
arises when targets are set without reference to
others who of necessity will be directly or indi-
rectly affected.
Lyons, Reynolds and Allen (1974, p. 33), in explaining the manage-
ment by objectives system which was introduced in the Amherst /Pelham
Regional School District, see MBO as being much more than a perfor-
mance based personnel evaluation system. They state that an MBO pro-
gram using group objective-setting may be used by educators in a number
of ways
:
1. As a means of coordinating the efforts of many people
to encourage progress toward objectives;
2. As a means of encouraging participatory management
in which all staff take part in defining common
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goals, individual objectives, expected results,
and a means of evaluation.
3. As a means of coordinating a staff development
or professional improvement program such that
personal growth becomes shared responsibility.
If the effectiveness of an objective-oriented system is to be
maximized, the individual participation of each member is important.
Attention to process, as well as task issues, could ensure a model
emphasizing both task and process issues through group objective set-
ting; however, failure by any leader to involve his/her members in the
process of objective-setting could lead to individual or group failure
to achieve its objectives and an unwarranted increase in tension,
stress, and anxiety.
Educate rs enjoy certain advantages in turning to an established
set of practices. As borrowers, they are able to benefit from previ-
ous efforts at working the problems out of MBO. On the other hand,
they risk assuming that this technology comes to them trouble free.
To the contrary, MBO contains inherent tendencies which create pitfalls
for the unwary and which confront the administrator with a number of
difficult choices.
Hacker (1971) points to a number of problems in using MBO in
education. He explains that MBO programs typically measure
perfor-
mance exclusively in terms of goal attainment. The employee
(teacher,
administrator) is considered to have performed well to the extent that
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he/she fulfills the objectives targeted for him/her. This emphasis
upon hitting the target often results in the setting of trivial goals.
With a program calling for goals to be negotiated by the employee and
his/her superior, the subordinate may not want to maximize his/her
risks by accepting challenging goals. This vested interest may sug-
gest instead a strategy of negotiating for easily attained and there-
fore, in all probability, insignificant objectives. Incentive to set
challenging goals is lacking, for such objectives increase chances of
failure when performance is judged solely by goal attainment. In
view of what has been reported in the literature on difficult goal
setting, if properly implemented in a group objective-setting process,
overall performance will increase with the setting of difficult objec-
tives .
Payment by results is a less effects e method which reinforces
the tendency of MBO programs to produce trivial goals. "Target hit-
ting is an unequivocal criterion to judge what constitutes rewardable
performance: the target objective has either been reached or it has
not (Hacker, 1971)." Broader criteria of praiseworthy performance,
Hacker points out, lack this mechanical precision. "The desire for
complaint-free programs accounts for the frequency with which MBO
plans incorporate target hi^tirg criteria and quantitative goals."
He concludes that reduced reliance upon easily quantified goals and
reduced emphasis upon goal attainment would open the way to serious
consideration of worthwhile objectives; that is, objectives which are
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both significant and appropriate. Hacker recommends that planning
rather than evaluation techniques be emphasized, and suggests that
the following steps be taken to reduce emphasis on goal attainment
:
1. Base performance appraisal on a variety of cri-
teria rather than solely hitting the target,
thereby freeing the employee to experiment with
more meaningful objectives.
2. Allow the employee to formulate goals which are
both realistic and significant.
3. Take into account the relative difficulties pre-
sented by various goals, thus providing incentive
to set challenging goals.
4. Employ resources effectively in moving toward a
goal, regardless of whether it is attained, (p. 2)
In its booklet, MBO and Results
,
the American Association of
School Administrators (1973) also stresses the improved planning which
occurs when an organization uses an MBO approach.
MBO is a system of operation that enables the organization
and its personnel to identify, move toward and lock into
objectives as well as to manage more effectively for
desired results. . . . Many writers stress the importance
of objectives in education. It is the quality of the objec-
tives, the manner in which objectives are set, and the
management of the organization to achieve them that are
somwhat new. (p. 5)
With a primary focus in the present study on the planning phase
of MBO within the framework of supervision in student teaching, the
preceding section investigated research relevant to this process. The
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value of establishing individual objectives for participants with
periodic and final review of performance in relation to these objec-
tives was reported to improve communication, increase mutual under-
standing, enlarge opportunities for utilization of ability, and
improve planning. The research reported on goal-setting and partici-
pation indicates that it is the manner in which goals or objectives
are established that will have a' direct bearing on the success of an
MBO approach. Finally, group objective-setting, seen as a team
process, was identified as an important method used to increase com-
munication among participants.
The next section investigates supervision in the student teach-
ing triad of student teacher, cooperating teacher, and supervisor.
The literature reviewed will focus on the problems caused by these
relationshi n s . Roles assumed by both the cooperating teacher and the
supervisor are defined and a "helping" relationship atmosphere between
cooperating teacher, supervisor and student teacher is proposed as an
important characteristic of a facilitative environment.
Supervision in a Triadic Relationship
While it is important to examine literature pertaining to plan-
ning, organizational settings, and accomplishing objectives, the
information gleaned from such a review is relevant only to the
extent
it can be applied to a triadic relationship. In the
following section
the triad and the problems inherent to this relationship
are investi-
gated .
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It is frequently stated in the literature (Andrews, 1964; Bennie,
1972; Johnson, 1968; Joint Committee on State Responsibility for
Student Teaching, 1967) that supervision of a student teacher is the
joint or shared responsibility of a cooperating teacher and col-
lege supervisor. But little attention has been given to their roles.
Ward and Suttle s (1966) comment is timely: "It is not uncommon for
one supervisor to observe and decide upon an approach to helping the
student while the other supervisor is pursuing a different one. Both
may have good approaches—they may be different routes toward the
same goal. But when this occurs, it may result in confusion to the
one being helped; the student wonders whose suggestions he should
follow" (p. 448).
How and on what do the two supervisors work cooperatively with
one another, and how do the two coordinate their separate efforts
with the student teacher? The problems are documented by the American
Association of Colleges for Teacher Education (AACTE)
.
College supervision of student teaching has been a link
between the school and the college since the beginning
of off-campus student teaching, but it has been a very
weak link at best. The college supervisor and the stu-
dent teacher are usually guests in the classroom. Every-
one, including the cooperating teacher, treads easily so
as not to upset anybody or anything. The student often
feels torn between the positions of the cooperating
teacher and those of the college supervisor. The college
supervisor has little influence over the classroom pro-
gram, and the practicing classroom teachers have almost
no influence over the college program. But groups tend
to go their own ways and no bridges are crossed, no
barrier broken, although everyone is usually polite, at
least when the other one is around. (AACTE, 1965, p. 102)
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From limited to highly flexible and individualized, there exists
a difference of opinion on how much the college supervisor should
enter into the direct supervision of the student teacher. One survey
(Neal, et al.
,
1967) that included public school administrators and
teachers as well as student teachers and college supervisors reported
that all four groups felt that the liaison function was the process
with the only substance in the college supervisor's role. A somewhat
distant second function was that of providing help to the student
teacher. The survey revealed that the direction and critical evalua-
tion of student teachers should not be the role of the college super-
visor but should be reserved for the cooperating teacher. The same
study indicated, however, that administrators did not want the student
teacher program in their schools without adequate supervision from the
university. The results indicated quite a limited role ascribed to
the supervisor.
The anxieties and concerns of the student teacher, the discom-
forts of the cooperating teacher working with the student teacher and
supervisor, plus the frustration of the college supervisor are well
documented (Bennie, 1972; Elliott, 197A; Fuhrmann, 1972; Fuller, 1969;
Silberman, 1970). In commenting on the shift of student teaching
triads toward negative relationships, Yee states:
The reason that the student teaching triad shifts toward
negative relationships and resembles competitive rather
than cooperative situations may very well be that typical
student teacher programs provide little opportunity and
purpose for meaningful triad interaction. The primary
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objective of student teaching would seem to require mean-
ingful and sustained cooperation among triad members.
(Yee, 1968, pp. 106-107)
In a review of studies which indicated how groups developed
lowered cohesiveness, Cartwright and Zander (1960) listed these rea-
sons, which could apply to the situation in student teaching:
1. Possible reduction of needs that the group has been
satisfying.
2. Disagreement over the way to solve a group problem.
3. Unpleasant experiences of a member of the group,
such as assumption of responsibilities that may pro-
vide stress, opportunity for failure, and demand for
greater ability than he/she feels capable of.
4. Dominating or unpleasant characteristics of other
members
.
5. Limitation of satisfaction and other activities.
6. Failure or lack of communication.
7. Negative status ascribed by others to group members.
8. Competition between different groups for members.
As a solution, they recommend:
. . the attractiveness of a group may be increased by
making it better serve the needs of people. A group will
^
be more attractive the more it provides status and recogni-
tion, the more cooperative the relations, the freer the
interaction, and the greater security it provides for mem-
bers.. (p. 86)
Thus the student teacher is placed in what is potentially
a con-
flict situation that was invariably created by role ambiguity,
thereby
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lowering the attractiveness of the group to each other. Role responsi-
bility whether to teach, to learn, or to advise— is not clearly
defined and sometimes bears little relation to the role capacity. If
the triad is to remain viable and productive, a careful differentia-
tion must be made between the duties of a cooperating teacher and col-
lege supervisor and an understanding and acceptance of these respec-
tive roles by all triad members.
There are also considerable variations in approaches and tech-
niques used by college supervisors in their supervisory task. Stu-
dent teachers feel strongly that the classroom visit, followed by a
constructive conference, is the most helpful technique that is used
(Commission on Standards for Supervisory Teachers and College
Supervisors, 1968; Edwards, 1961; Haines, 1966). More recent studies
irdicate those two activities far outnumber any other approaches with
respect to the value of student teaching (Bennie, 1972).
Morris Cogan and a group of colleagues working in the Harvard
M.A.T. program more than a decade ago developed a procedure for
observation in the classroom called clinical supervision (Cogan, 1973;
Goldhammer
,
1969). This process rests on the conviction that instruc-
tion can only be improved by direct feedback to a teacher on aspects
of his or her teaching that are of concern to that teacher rather
than items on an evaluation form or items that are pet concerns ct
the supervisor only (Reavis, 1976). The cycle consists of the
follow-
ing eight phases:
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Phase 1:
Phase 2
Establishing the Teacher-Supervisor Relationship
The first phase of clinical supervision is
the period in which the supervisor
—
a. establishes the clinical relationship
between himself /herself and the teacher;
b. helps the teacher to achieve some general
understandings about clinical supervision
and a perspective on its sequences; and
c. begins to induct the teacher into his/her
new role and functions in supervision.
These first-phase operations are generally
well advanced before the supervisor enters
the teacher's classroom to observe his
teaching.
: Planning With the Teacher (Pre-Observation Conference)
The teacher and supervisor together plan a
lesson, a series of lessons, or a unit. Lesson
generally is taken to mean an instructional
process oriented by objectives of fairly limited
scope and designed to be accomplished in a span
of time varying from part of a class to a school
day or two. Plans encompassing more complex
objectives and more extended periods of time are
referred to as units. Whatever the scope of the
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planning, the entire design and each of its
constituted lessons are planned in terras of
the objectives for the students and the teacher.
Plans commonly include specification of outcomes,
anticipated problems of instruction, materials
and strategies of teaching, processes of learning
and provisions for feedback and evaluation.
Phase 3: Planning the Strategy of Observation (Pre-Observation
Conference)
The supervisor plans the objective, the
processes, and the physical and technical arrange-
ments for the observation and the collection cf
data. His/her functions in the observation are
clearly specified, as are those of other observers
if they are to participate. The teacher joins in
the planning of the observation and takes a role
in it as he/she becomes more familiar with the
processes of clinical supervision. The contract
which is developed must be specific and becomes
the basis of the remainder of the clinical super-
vision pattern.
Phase 4: Observing Instruction
The supervisor observes the instruction in
of other observers and otherperson and/or by way
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techniques for recording classroom events. These
notes become the basis of the analysis.
Phase_5: Analyzing the Teachine-Learnine Process
The supervisor analyzes the data collected,
looking for recurring patterns in the exchanges.
While Cogan would use standard category systems
such as Flanders’ Interaction Analysis (1970),
Goldhammer specifically rejects these, prefer-
ring to let the data interpret for itself what
has occurred. Both agree that the supervisor
must clear his or her mind of all pet theories
foremost in mind. Upon completing the analysis,
the supervisor must decide on a strategy, a
method of presenting the result of the analysis
in a manner most likely to result in improved
teacher performance.
Phase 6: Planning the Strategy of the Conference
In the early stages of working with a teacher,
the supervisor alone generally develops the plans,
alternatives, and strategies for conducting the
,
conference with the teacher. Later on, if it is
advisable, the planning for the conference may be
carried out by teacher and supervisor together.
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If this occurs, the planning for the conference
may be incorporated into the conference itself.
Phase 7 : The Conference
The conference participants are generally
the supervisor and teacher. As need and appropri-
ate circumstances arise, other participants may
join them. The conference may, on occasion, be
conducted by the teacher and others, sometimes
without the supervisor.
Phase 8: Renewed Planning
At an appropriate stage in the conference,
the teacher and supervisor decide on the kinds of
change to be sought in the teacher’s classroom
behavior. At this point, the cyclical nature of
the supervisory process asserts itself, and the
teacher and supervisor stop the analysis and dis-
cussion of the previous lesson to begin planning
the next lesson and the changes the teacher will
attempt to make in his/her instruction. The
resumption of planning also marks the resumption
of the sequence of the cycle, (pp. 10-12)
Cogan notes that certain phases of the cycle may be altered or
omitted, or new procedures instituted, depending upon the successful
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development of working relationships between the supervisor and the
teacher.
Fuhrmann (1972) points out, however, that supervisors tradi-
tionally have seen themselves as responsible for getting someone else,
the teacher or student teacher, to do something differently. "Thus
their function becomes evaluative, and an atmosphere of threat is
created" (p. 10). Corey (1963) and McDonald (1966) concur in this
analysis. Other commentators note the stress supervisors place on
techniques, methods, and mechanics (Guss, 1961; Silberman, 1970;
Stewig, 1970; Sybouts, 1967).
A study by Blumberg (1970) analyzing the verbal interactions of
the supervisor and teacher during conferences revealed that
:
1. Supervisors give their own opinions and ideas four
times as often as they ask for the teacher’s;
2. Supervisors tend to dodge legitimate teacher com-
plaints and concerns;
3. Teachers tend to passively accept supervisor
opinions and advie a;
4. The majority of conference time is concerned with
procedural matters rather than instructional con-
cerns
;
5. Finally, past statements and answers give the
impres-
sion that both teachers and supervisors are playing
roles, going through the motions that each expects
of the other.
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In his book, Supervisors and Teachers: A Private Cold War
.
Blumberg (1974) revealed the following teacher criticisms of supervi-
sors :
1* Supervisors seem to be out of touch with the class-
room.
2. Much of what is communicated involves trivia.
3. Supervisors avoid them, which makes teachers think
the supervisors do not seem tc like people.
4. Supervisors play a democratic game, but do not
really mean it. (pp. 15-16)
The basic responsibilities in supervision are in assuming roles
of evaluator and helper. If juxtaposed, the helping role becomes
threatening to the individual receiving the help. A possible remedy
focuses on the influence of the cooperating teacher and college
supervisor working towards a "helping" relationship with the student
teacher. Ihere is an increasing amount of evidence to support the
humanistic belief that the interpersonal relationship between facili-
tator and learner is a most important characteristic of truly facili-
tative environments (Combs, et al.
,
1963; Combs, et al., 1971:
Fiedler, 1950; Maslow, 1968; Rogers, 1969). Fuhrmann (1972) identi-
fies the qualities of effective helpers as Rogers, and Combs and
Soper have perceived them (Figure 2.1) and proposes that persons who
supervise should be perceived by the individual being helped as pos-
sessing these qualities.
Elliott (1974), in his study, made the assumption that educa-
tors perceive good cooperating teacher /student teacher working
ROGERS COMBS AND SOPER
REALNESS: ACCURATE PERCEPTIONS:
Congruent in relation-
ship; open; willing to
risk sharing of self
About subject field, about
human learning, about other
individual's private per-
ceptions
PRIZING, ACCEPTANCE, TRUST: INTERNAL FRAME OF REFERENCE
Unconditional positive
regard; warm, non-
possessive caring; trust
in human organism; willing-
ness to act on tentative
hypotheses
CONCERN FOR PEOPLE:
Friendly, helpful
TRUST
:
EMPATHIC l rNDERSTANDING
:
In humans as capable, worthy,
internally motivated, and
dependable
Ability to sense the cli-
ent’s private perceptual
world "as if" it were his
own, but without losing
the "as if" quality
CONCERN FOR PRESENT:
Seeks causes in current
thinking rather than his-
torical events (cp. Gestalt
"here and now")
Figure 2.1. Qualities of effective
helpers (Rogers, 1969; Combs, et al.
,
1963),
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relationships as characteristically parallel to any good interpersonal
relationship. His results support this belief: ",
. .an ideal
cooperating teacher/student teacher working relationship is simply a
variation of good interpersonal relations generally. People need to
reach a certain level of functioning, need gratification, or adequacy
to be considered operant in an efficient, mature and productive way"
(p. 36).
This level of functioning is what Combs depicted as a feeling of
adequacy; a personal belief the individual holds that he/she is able,
wanted, and a person of dignity and integrity. "People who feel inade-
quate cannot afford the time and effort required to assist others as
long as they feel deprived themselves" (Combs, et al., 1971, p. 13).
There is the best chance for success in the student teaching
experience when each participant is open, honest, and possesses a
mutual respect and understanding for the interpersonal relationships
which exist. The college supervisor can promote a good "helping rela-
tions" atmosphere by including all parties in the student teaching
triad in the planning and evaluative aspects of the experience. Three-
way conferences in which each participant is encouraged to: (a) con-
tribute his/her suggestions, (b) assume a major responsibility in
decision making, and (c^ operate with clearly defined roles, should,
as research indicates
:
1. Develop positive interpersonal relationships.
2. Increase the group's attractiveness to all mem-
bers .
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3. Result in a meaningful, sustained, cooperative
effort (Seek, 1975; Gill and Molander, 1970; MorEe,
1964; Yee, 1968).
Applied in the context of the MBO approach to supervision, these
humanistic criteria could be combined with MBO to form a viable model
for supervision.
In this section, literature has been examined which focuses
attention to inherent problems found in the supervision of student
teachers. Problems relating to interpersonal relationships among
triad members and roles assumed by the cooperating teacher and super-
visor were identified and discussed. The process of clinical super-
vision was presented as a format to use by supervisors in observing
student teachers. Finally, the qualities of effective helpers were
identified ,'nd applied to a "helping relations" atmosphere in a triad
where each member contributes suggestions, assumes responsibilities,
and operates with clearly defined roles and objectives.
Teacher Concerns Theory
The student teacher's concerns as he/she progresses through
student teaching have, to this point, been only briefly discussed.
In this section, these concerns will be investigated through an
examination of a developmental concerns model designed by Francis
Fuller (1969) . The humanistic literature discussed previously also
the work done by Fuller. The concerns model positedlends support to
37
by Fuller and the instrumentation subsequently developed to measure
these student teacher concerns will also be investigated.
As the student teacher progresses through the teaching experi-
ence, he/she passes through developmental stages of teaching effec-
tiveness. From early concerns involving him/herself, the student
teacher eventually reaches the point where the primary concern is with
the growth of the pupils and the effectiveness of hj s/her teaching
(Fuller, 1969).
The developing concerns of small groups of prospective teachers
as examined by Fuller (1969) grew out of the analysis of recorded
typescripts of student teaching seminars and interviews with student
teachers. These records were used in the identification and classi-
fication of problems which student teachers experienced over an
extended period of time and the concerns .hev expressed about these
problems. These expressed concerns, when grouped into definable,
sequential, and developmental stages, showed that the early concerns
of student teachers were characterized by a concern for self and self-
orotecMon
.
wMIp the later concerns of student" t-pach^rs and in-service
teachers satisfied with their teaching were characterized by a concern
for others, for relationships with others, and for pupil learning.
Fuller hypothesized that teachers progress through these develop-
mental stages as they become part of the profession. The concerns
theory is a conceptualization of the flow in the learning process tor
a prospective teacher from concerns for Self (trainee) to -ask
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(teaching) to Impact (pupil)
. A further hypothesis was then drawn
that persons with concerns about self are less mature than persons
with concerns about pupils' needs, and through teacher training, this
concern about self was gradually replaced by a concern for pupils.
An effective supervisory model requires the identifying and meet-
ing of need satisfaction. This concerns model becomes even more
significant in its compatability with the Basic Need Construct
developed by Abraham Maslow, and depicted graphically in his hierarchy
of needs (Figure 2.2). Both these models place strong emphasis on the
momentum of the individual toward growth, maturation, and health.
Elliott (1974), in drawing a comparison to the two schemes, points out
that
:
1. In Maslow* s schema, people functioning at higher
need levels display a whole host of positive, per-
sonal characteristics and potentialities, while in
Fuller’s model, teachers who express impact con-
cerns are found to focus more on student growth
and self-evaluation.
2. People functioning at lower levels in either
scheme tend to be more egocentric.
3. Both schema place strong emphasis, if individual
growth is to occur, on the necessity for positive
outside conditions or support, (pp. 36-38)
Initially utilizing open-ended responses through the use of an
instrument titled Teacher Concerns Statement (TCS) , the question was
asked: "When you think about your teaching, what are you concerned
about?" The student teacher was given ten minutes to fill an
8 X 10
unlined sheet of paper. The scoring system consisted of the
six
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Growth Needs:
values) (Metai
not hierarch!
of equal impo
and all inter
although any <
dividual may
his growth ne
through only
a few most fa
values
.
Truth
Goodness
Beauty
Aliveness
Individuality
Perfection
Necessity
Completion
Simplicity
Justice
Order
Richness \
Playfulness \
Effortlessness \
Self-Sufficiency \
Meaningfulness \
Self-Esteem \
Esteem Of Others \ Basic Needs:
Physiological
Air. Water, Food, Shelter, Sex, sleep
The External Environment: Preconditions
for need satisfaction: Freedom, Justice,
Orderliness, Challenge (Stimulation)
Figure 2.2. The deprivation and growth needs
as defined by Abraham Maslow (1968)
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teaching concerns categories, plus one non-teaching category
(Figure 2.3).
Research using the TCS led to the reconceptualization of the
model in 1973 and again in 1975. The revised instrument, called the
Teacher Concerns Checklist (TCC)
,
is easily administrable
,
quickly
scored and taps the major areas of teacher concerns. The instrument
itself consists of fifty Likert-scaled items, each of which describes
a teaching concern that was considered to be representative of one of
five categories used in the TCS scoring procedures. Briefly, these
concerns deal with role, adequacy, liking or being liked, teaching,
and pupil needs. The response categories, developed in order to tap
the highest levels of concern, range from (1) "Not Concerned" through
(5) "Totally Preoccupied". It is the revised model of the TCC that is
used in this study (Appendix A)
.
The initial concern of each student teacher as he/she is con-
fronted by a new learning experience will be for the self. This sub-
jective assessment of the learning experience yields concerns which
can eive the cooperating teacher and college supervisor access to the
motivations and perceptions of the student teacher. This knowledge
can also be gained through the assessment and analysis of data
obtained from self-reports, ’eports by peers and supervisors, and
behavioral observations made in a systematic fashion. By measuring
the concerns of the student teacher, it is possible to help him/
her become aware of self—concerns , clarify motivations, identify
I. Concerns About Self
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Code 0. Non-Teaching Concerns
Statement contains information or concerns which are unrelated toteacning. Codes 1 through 6 are always concerns with teaching.All other statements are Coded 0.
II. Concerns About Self As Teacher
Code 1. Where Do I Stand?
Concerns with orienting oneself to a teaching situation; i.e.,
psychological, social, and physical environment of the classroom,
school and/or community. Concerns about supervisors, cooperating
teachers, principal, parents. Concerns about evaluation, rules,
or administrative policy; i.e., concern about authority figures'
and/or acceptance by them.
Code 2. How Adequate Am I?
Concern about one’s adequacy as a person and as a teacher. Con-
cern about discipline and subject matter adequacy.
Code 3. How Do Pupils Feel About Me? What Are Pupils Like?
Concern about personal, social, and emotional relationships with
pupils. Concern about one’s own feelings toward people and about
pupils’ feelings toward the teacher.
III. Concern About Pupils
Code 4. Are Pupils Learning What I’m Teaching?
Concern about whether pupils are learning material selected by
the teacher. Concern about teaching methods which help pupils
learn what is planned for them. Concern about evaluating pupil
learning.
Code 5. Are Pupils Learning What They Need?
Concern about pupils' learning what they need as persons. Concern
about teaching methods (and other factors) which influence that
v-f nH r f learning.
Code 6. How Can I Improve Myself As A Teacher? (And Improve All That
Influences Pupils?)
Concern with anything and everything which can contribute to the
development not only of the pupils in the class, but of children
generally. Concern with personal and professional development,
ethics, educational issues, resources, community problems, and
other events in or outside the classroom which influence pupil
gain.
Figure 2.3. Overview of concerns codes
(Fuller and Case, 1972).
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personal objectives, resolve anxiety, and reduce defensiveness.
In this section, research, as developed by Frances Fuller in the
area of student teaching concerns, has been discussed. The theory's
importance to the supervisory process was established and a recom-
mendation made for supervisory awareness to these developmental con-
cerns.
Leadership and The Life Cycle Theory
of Situational Leadership
Since learning, according to the Concern Theory sequence, pro-
ceeds from the self, the prospective teacher should be the starting
point for planning and structuring a learning experience. A system
such as MBO, where the student teacher could develop his/her own
objectives for the semester, would appear to be an appropriate vehi-
cle. However, it is important for the college supervisor and coop-
erating teacher, as the MBO contract is formulated, to be fully aware
of and sensitive to these developmental stages. To effectively uti-
lize the talents of the college supervisor and cooperating teacher
in assisting the student teacher and to insure that a relevant learn-
ing experience occurs, the leadership style of the two supervisors
(leaders) as they work with the student teacher (follower) should be
identified. It should be the student teacher who decides what style
of leadership will be necessary from both his/her college
supervisor
and cooperating teacher if he/she is to successfully accomplish
this
learning experience.
43
In the following section, relevant literature pertaining to
leadership theory is investigated with a detailed section presented
on situational leadership as developed by Paul Hersey and Kenneth
Blanchard.
The results of a study by Della Piana and Gage (1955) supported
the theory that leadership involves an interaction between the charac-
teristics of the leader and the values of the followers. Stogdill
and Coons (1957) made a factorial study to determine the factors most
important in leader—follower relationships. Consideration and
Initiating Structure accounted for eighty-three percent of the total
factor variance. Friendliness, mutual trust, respect, and warmth
characterized the leader high in the dimension of consideration. Get-
ting the job done, effectiveness in organizing and directing the work,
and helping his/her followers to understand their duties characterize
the leader high in initiating structure.
Yee (1968)
,
reacting to a statement by Krech, Crutchfield and
Ballachey (1962, p. 4), that stated: MThe actions of each are at once
o rponi^f- -f o C3US6 of tHs sctions of tfis ether
,
11
ceminent s the
t
influence, therefore, can flow in both directions as cooperating
teachers and student teachers mutually determine the nature and out-
come of the interpersonal behavior event in student teaching.
Current theories concerning leader-follower relations appear to
be quite pertinent to student-teaching relationships. From the litera-
ture previously reviewed, the factors of Consideration and Initiating
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Structure found by Stogdill and Coons to be salient characteristics
of effective leaders appear to be comparable to the affective and
cognitive value orientations investigated by Della Piana and Gage.
Yee, in drawing upon the latter's work for some of his study proce-
dures, summarizes:
There has been suspicion that the subjective biases of
the cooperating teacher and/or supervisor influence the
interaction between student teacher and the leaders' ulti-
mate evaluation of the student teacher. The nature of
such bias may be centered in the affective need-
disposition of the students and the willingness and abil-
ity of the supervisor and cooperating teacher to perceive
and satisfy the student's needs. Rapport between the stu-
dent and his mentors, therefore, can be viewed as a func-
tion of the extent to which a supervisor and cooperating
teacher are perceived by the student as effective in
doing those things about which the student is most con-
cerned. (Yee, 1967, p. 22)
From these early models of leader behavior was developed the Life
Cycle Theory of Situational Leadership (Hersey and Blanchard, 1972).
Hersey and Blanchard suggest that by adding an effectiveness dimension
to the task (Initiating Structure) and relationship (Consideration) of
earlier leadership models, they are attempting to integrate the concepts
of leader style with situational demands of a specific environment.
They suggest that when the style of a leader is appropriate to a given
situation, it is termed effective; when his/her style is inappropriate
to a given situation, it is termed ineffective and that no single style
is more effective than any other.
A situational leadership theory, according to Hersey and
Blanchard, portrays the behavior of a leader in relationship to his/her
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followers. This theory is an outgrowth of earlier leadership models
that were based on two types of behavior central to the concept of
leadership style—Initiating Structure and Consideration. Hersey and
Blanchard have used the term Task Behavior to replace Initiating
Structure and the term Relationship Behavior to replace Consideration.
They define these concepts as:
Task Behavior [is] the extent to which a leader organizes
and defines the roles of individuals and group members by
explaining what activities each is to do as well as when,
where and how tasks are to be accomplished. It is further
characterized by the extent to which a leader defines pat-
terns of organization, formalizes channels of communica-
tion, and specifies ways of getting jobs accomplished.
Relationship Behavior [is] the extent to which a leader
engages in personal relationships with individuals or
group members; the amount of socio-emotional support and
psychological strokes provided by the leader as well as
the extent to which the leader engages in interpersonal
communications and facilitating behaviors. (Hersey and
Blanch, rd, 1972)
The dimensions of leader behavior have been plotted on two
separate and distinct axes as shown in Figure 2.4.
Research has shown that there is no right style of leadership.
In this model, any one cf the four styles may be effective or
ineffective, depending on the situation.
With the situation aspect of leadership as a given, Life
Cycle Theory of Leadership is based on a relationship
between (1) the amount of direction (task behavior) a
leader gives, (2) the amount of socio-emotional support
(relationship behavior) a leader provides, and (3) the
"maturity" of his or her followers or group. Followers
in any situation are vital not only because individually
they accept or reject the leader, but also because they,
(Low)
RELATIONSHIP
BEHAVIOR
>
(High) QUADRANT 3 QUADRANT 2
High Relationship
and
Low Task
High Task
and
High Relationship
QUADRANT 4 QUADRANT 1
Low Task
and
Low Relationship
High Task
and
Low Relationship
(Low) TASK BEHAVIOR > (High)
Figure 2.4. The basic leader behavior styles in
Life Cycle Theory (Hersey and Blanchard, 1972).
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as a group, actually determine whatever personal power
he or she may have. (Hersey and Blanchard, 1974, p. 27).
Maturity is defined in Life Cycle Theory by the level of achieve-
*
motivation
,
willingness and ability to take responsibility and
task relevant education and experience of an individual or a group
(Blanchard and Hersey, 1974, p. 27). Blanchard and Hersey point out
that these variables of maturity (willingness, ability and educational
experience) should be considered in relation to a specific task to be
performed. It should be noted that as the level of one's followers
continues to increase in terms of accomplishing a specific task,
leaders should begin to reduce their task behavior and increase
relationship behavior until the individual or group is sufficiently
performing for the leaders to decrease their relationship behavior
(socio-emotional support) as well (Hersey and Blanchard, 1974).
".
. . thi e theory focuses on the appropriateness of effectiveness of
leadership styles according to the level of performance of the fol-
lower" (p. 28).
The cycle is illustrated by the bell-shaped curve going through
the four leadership quaurants (Figure 2.5).
When working with student teachers who are below average or
inexperienced in a learning situation, a high task style (Quadrant 1)
has the highest possibility of success; whereas in dealing with a stu
dent teacher Who has had average experience in a particular learning
experience, moderate structure and moderate to high socio-emotional
style (Quadrants 2 and 3) appear to be most appropriate; and a low
(Low)
RELATIONSHIP
BEHAVIOR
>
(High)
48
EFFECTIVE STYLES
MATURITY LEVELS
Figure 2.5. Life Cycle Leadership Theory
(Hersey and Blanchard, 1972).
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task and low relationship style (Quadrant 4) has the highest proba-
bility of success working with student teachers with above average
experience in a particular learning experience.
Life Cycle Theory is situational in that the leader uses a
specific leadership style for each specific task. MBO is also situa-
tional because it, too, specifies tasks and objectives.
Hersey and Blanchard feel that the "missing link" in MBO, however,
is a system for assisting the follower in accomplishing tasks.
It seems appropriate to suggest that superior and subordi-
nate should negotiate and contract not only goals and
objectives but also the leadership style appropriate for
accomplishing each of those objectives. Attempting to
apply a situational leadership theory as a diagnostic tool
may facilitate this second kind of negotiation for leader-
ship style. (Hersey and Blanchard, 1974, p. 30)
. . .
MBO must include a means by which the leader assists
the follower in accomplishing tasks. Contracting for
specific leadership style between leader and follower will
enable the leader to know what the follower needs in order
to accomplish his or her tasks. (Inderlied, 1975)
Implementation of an MBO system in the student teaching triad
will be facilitated if the appropriate leadership behavior to accom-
plish the objectives negotiated for is used. Problems may occur when
a superior uses too much of any one style.
In terms of leadership theory, once a superior and subordi-
nate have agreed upon and contracted certain goals and
objectives for the subordinate, the next logical step would
be a negotiation and agreement about the appropriate leader-
ship style that the superior should use in helping the
subordinate accomplish each one of the objectives. (Hersey
and Blanchard, 1974, p. 30)
It is important for leadership style to be clarified for each
objective. The role of cooperating teacher and college supervisor can
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be seen as that of a resource facilitator, to assist and be sure
resources are available for goal accomplishment; or the student
teacher may negotiate for sufficient structure and direction from both
cooperating teacher and college supervisor until he/she is familiar
with the task.
Hersey and Blanchard (1974, p. 28) point out that:
To accomplish all the goals, the subordinate may require
the supervisor to use a variety of leadership styles at
any given time, depending upon the subordinate's maturity
in relation to the specific tasks involved.
In student teaching, the negotiation of leadership style should
remain as an open contract . Any member of the student teaching triad
can renegotiate for a different style if the one contracted is ineffec-
tive in accomplishing the stated task. Even more important in this
negotiation process is the implication of shared responsibility if the
objective is not met.
The Life Cycle Theory has been established as situational leader-
ship in that the leader uses a specific leadership style for each
specific task. MBO is also situational because it, too, specifies
tasks and objectives. The crucial point is made chat in this system
combining management (MBO) and leadership (Life Cycle) theory , the
"missing link" is in the contracting for specific leadership style
between the leader (cooperating teacher and college supervisor) and
the follower (student teacher) , enabling the cooperating teacher
and
college supervisor to know what the student teacher needs
to accomplish
in the task.
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Application of Research to Present Study
The focus of the review of the literature has been to develop
support for operationalizing a process for supervision in the student
teaching triad. The following portrayal of the process identifies the
source in the literature of the various ideas incorporated into the
process
.
PHASE I Planning begins with the establishment of the
teacher-supervisor relationship (Cogan, 1973)
followed by the student teacher, cooperating
teacher and supervisor independently proposing
objectives for the student teacher’s job
(Fryer, 1963; Hacker, 1971). At a group meet-
ing, MBO contracts are formulated and mutual
agreement on significant objectives and goals
reached (Beck, 1975; Cogan, 1973; Gill and
Molander
,
1970; Hacker, 1971; Vroom, 1964)
through the rating of objectives and a consid-
eration to the student teacher's readiness to
complete specific objectives on scores ana-
lyzed from the TCC (Fuller, 1969; Locke and
Bryan, 19b7) . Differences between members are
negotiated, and both supervisors and student
teacher seek to develop a contract which will
base evaluation of performance on a variety of
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criteria (American Association of School
Administrators, 1973; Cartwright and Zander,
1960; Cogan, 1973; Hacker, 1971; Lyons,
et al., 1974).
PHASE II A formal group workshop on leadership is held
(Mersey and Blanchard, 1972) followed by group
negotiation of appropriate leadership styles
for the cooperating teacher and supervisor to
follow in assisting the student teacher achieve
the objectives in his/her MBO contract (Hersey
and Blanchard, 1972).
PHASE III Through pre- and post-observation critiques
and support seminars, the needs and concerns
of the student teacher are met (Cogan, 1973;
Combs, et al., 1971; Fuller, 1969; Goldhammer
,
1969; Hacker, 1971; Maslow, 1968; Yee, 1968).
Mid-term assessment occurs where contracts
are reviewed, objectives redefined, and leader-
ship style renegotiated, through contract
modification (Cogan, 1973; Combs, et al. , 1971;
Commission on Standards for Supervisory
Teachers and College Supervisors, 1968;
Goldhammer, 1969; Hersey and Blanchard, 1972).
Upon completion of each objective and
subsequent completion of the
53
activity, new objectives are developed by the
triad members, when appropriate. Upon comple-
tion of the contract and course requirements,
Phase III is completed.
PHASE IV This phase includes an appraisal of the termi-
nal performance of the student teacher and
readiness to assume a professional career.
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CHAPTER III
FIELD TEST PROCEDURES AND METHODOLOGY
The primary purpose of the present study was to develop and test
a scheme for supervision in the triad involving the student teacher
,
cooperating teacher, and supervisor. This chapter provides an
in-depth look at the four phases of supervision, using an MBO/Leader-
ship approach within the student teaching triad. A description of the
field test situation, including facts about participants, setting and
the investigator's role in the program, is also included. The field
test questions are stated exploring the many inquiries concerning the
practicality and effectiveness of the process, changes implied, and the
applicability of Hersey and Blanchard's situational leadership model t^
the process. The methodology of the field test section includes a
description of the data-gathering instruments used in the study, a
data collection plan, and concludes with a description of the evidence
used to answer each of the field test questions.
The Supervisory Process
Through the review of literature, support has been established
for operationalizing a four-phase process of supervision using an MBO/
Leadership approach within the student teaching triad. The events in
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each phase are described in detail in this section and diagramed in
a corresponding flow chart (Figure 3.1). In the discussion that fol-
lows, the numbers associated with each geometric symbol on the chart
are referenced.
Phase I (Planning: What) began with orientation meetings (1.0)
with cooperating teachers and a group seminar for student teachers.
The individual meetings between supervisor and cooperating teacher
(1.1) were held for two principal purposes: (1) to identify the
cooperating teacher’s and supervisor’s roles as they pertain to super-
vision of a particular student teacher, and (2) to agree upon proce-
dures to be followed during the semester. The starting point for each
meeting was provided by discussing three sets of program-prepared
guidelines: roles and expectations of cooperating teachers; the super-
visor’s roles and functions; and the technical skills of teaching
(Appendix B) . Additionally, dates for small and large group meetings
were established.
The supervisor then conducted a seminar during the first week of
the semester with all the student teachers (1.2). Its purposes were.
1. to establish an atmosphere of warmth, friendliness
and trust between student teachers and supervisor;
2. to allow time for all the student teachers to
become better acquainted with each other;
3. to describe the role of the supervisor;
4. to administer the Teacher Concerns Checklist (TCC)
and to discuss concerns;
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5. to discuss the steps for contracting in Phase I
(Planning: What) and Phase II (Planning: How);
6. to prepare for the first large group meeting with
the cooperating teachers by discussing the agenda
(Appendix C) for the meeting;
7. to set dates for future meetings, especially
seminars
.
The large group meeting (2.0) attended by all student and coop-
erating teachers was held primarily to formulate a master list of
objectives to assist individual and cooperating teachers select poten-
tial objectives for a particular student teacher. After a brief
introduction of all participants, the supervisor summarized his role
for the coming semester. Although there was to be some variation from
dyad to dyad, the supervisor's principal activities were to include:
1. coordinating the efforts of each triad in contract-
ing;
2. observing and critiquing the student teachers;
3. facilitating—being sure resources are available
for accomplishment of objectives;
4. providing socio-emotional support to participants;
5. providing professional counseling;
6. promoting good relationships between the public
school and University;
7. developing seminars to meet the student teachers'
needs
.
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The basic concepts of brainstorming (Timmerman and Ballard, 1975)
were reviewed so this process could be followed by the group in
developing the list of objectives that student teachers might use.
Important points stressed were:
x. that all ideas should be recorded and accepted;
2. that the list should be as long as possible;
3. that ideas should be "piggybacked" (one idea
might grow out of another);
4. that there are no right or wrong ideas nor
should contributions be evaluated by others;
5. that there is no need to defend an idea to any-
one in the group.
Groups of five persons with two or three student and cooperating
teachers each were established, and materials were provided to tabu-
late ideas. To allow for unrestricted and freer dialogue, it was
further stipulated that a student teacher and his/her cooperating
teacher must join different groups. One person from each group was
appointed by the supervisor to record all the suggestions.
Twenty minutes was allowed for development of the lists, after
which the large group was reconvened. A master list was compiled from
small group reports presented to the entire group. This master list
was subsequently distributed to all participants (Appendix D)
.
The hypothetical relationship between concerns of individual
student teachers and the selection of their objectives was briefly
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discussed. Each student teacher and each cooperating teacher was
assigned to develop, without collaboration, a list of student teacher
objectives and to formulate activities that would assist in completion
of the objectives. Times were then set by the supervisor with each
dyad for a meeting the following week to develop an MBO contract which
would be agreeable to all parties.
The student teacher then spent the following week developing a
set of objectives and activities for him/herself for the semester
(3.0). The cooperating teacher also formulated a list of objectives
and activities for the student teacher that he/she felt were important
and possible within the setting and allocated time frame (3.0). The
supervisor met informally with all participants during this week to
answer questions, to suggest possible alternative objectives, to
supply cooperating teachers with additional information about their
student teachers (e.g., TCC data and prior history in the Amherst-
Pelham Elementary Program—APEP—as a pre-intern)
,
and to ensure
timely completion of the task.
At the first triad meeting (4.0), MBO contracts were formulated
between the student teacher, cooperating teacher and supervisor. The
goal of the supervisor was to develop a contract between triad mem-
bers that contained realistic and significant objectives upon which
mutual agreement was reached. The supervisor recorded the various
objectives proposed by the student teacher, cooperating teacher and
supervisor on the Objective-Setting Conference Form (Appendix K) . The
objectives were clarified, interpreted or combined when necessary and
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written by the supervisor in an agreed final version (5.0).
The appropriateness of each objective and the estimated time for
objective completion were next discussed. The present concerns of
the student teacher as indicated by the TCC were also discussed. For
instance, if a student teacher expressed high self-concerns on her
TCC, a delay was recommended by the supervisor on objectives major in
scope, such as planning a unit of study, until these self-concerns
were identified and dealt with by the student teacher, cooperating
teacher and supervisor. Each triad member made final recommendations
to either delay or proceed with each objective (6.0).
At the same meeting, the objectives agreed upon were transferred
to an MBO Focussing/Contract Form (Appendix K) on which necessary
related activities were listed. This completed contract listed objec-
tives, objective priority weight, activities, and evaluative criteria
(7.0). Copies were distributed to the student teacher and cooperating
teacher in preparation for the leadership workshop, marking completion
of Phase I (Planning: What) of the process. It should be noted that
during the three-week process just described, the student teacher was
in the classroom. This initial portion of the student teacher's prac-
ticum assisted all three parties in becoming more aware of strengths
and weaknesses on which to base the planning activities described in
Phase I and in the following events of Phase II (Planning: How) .
Phase II began with a leadership workshop for all student and
cooperating teachers (8.0). The goals of this session were.
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1. to increase theoretical understanding of situa-
tional leadership;
2. to create a positive attitude toward application
of theory in relation to supervision of student
teachers (and others)
;
3. to provide teachers with an opportunity to think
how they might function as leaders.
Dr. Kenneth Blanchard, Professor at the University of Massachusetts,
and the supervisor conducted the two-hour meeting. The agenda included
the following activities:
1. The consultant explained the Life Cycle Theory of
Situational Leadership (Hersey and Blanchard, 1972).
2. Cooperating teachers took the LEAD-Self Lo arrive
e.l a measure of the teacher's perception of his/
her leadership style, and student teachers took
the LEAD-Other to measure the student teacher's
perceptions of his/her cooperating teacher's
leadership style } and another LEAP—Other (student
teacher) to measure perceptions of an ideal leader-
ship style in a cooperating teacher.
3. Cooperating teachers and student teachers learned
to use the Task Relevant Maturity Form (TRM) on
which the student's perceived ability, willingness
and experience to perform each objective are
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evaluated on a scale of 1 to 8 by the student
teacher, cooperating teacher, and supervisor
(Appendix K) .
4. The leaders of the workshop role played a con-
tracting session.
A more complete description of each activity is found in Appendix E.
At the meeting, each participant was given a TRM form and assigned
the task of individually completing it in one week (9.0), as it would
apply to the student teacher's objectives that had been agreed upon in
the earlier three-way meeting (4.0 to 7.0).
The contracting session (10.0) was held for the purpose of nego-
tiating appropriate leadership styles for the cooperating teacher and
supervisor to follow in assisting the student teacher achieve each
objective in his/her MBO contract. Througa the use of the TEM form
(10.1), the student teacher was able to identify his/her maturity
(ability, willingness, and experience; for the definition of maturity
used here, see Chapter II), in relation to each of the agreed upon
nbiect-fvpc and c r' 1'r<a?ponding activities. The contracted leadership
style and its objectives were normally agreed to by consideration and
discussion of the student's TCC scores (10.2), his/her file folder
containing notations and samples of previous experiences in the APEP
program (10.3), and his/her classroom performance to date. Through
the use of this information, the cooperating teacher and supervisor,
their TRM forms, either concurred with the studentreferring to
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teacher s evaluation or one or both suggested an alternative leader-
ship style (11.0), If there were differences of opinion concerning
a specific objective, then further negotiation between members
occurred, usually at a later meeting (11.1). In this extension of
the meeting, student history and TCC were looked at more explicitly.
A possible delay in proceeding with the objective (11.2) would imply
the need for a change in the original contract.
A continuous dialogue occurred during this session as individual
strengths and weaknesses were discussed and ideas and recommendations
made. The supervisor, who chaired the meeting, also clarified leader-
ship terminology, participated in the discussion of the student
teacher’s maturity relative to each objective, and served as a resource
person in dealing with the contracting process. In Appendix F, abbre-
viated transcripts from selected contracting sessions are provided to
show how various segments of the triad meeting were conducted. These
segments include the beginning of a session (10.0), an example of the
negotiation of leadership styles that were readily agreed upon (11.0),
and one in which either it was more difficult tn reach con?^?"s
(11.1) or a delay was recommended (11.2), and an example of closure
of a session (12.0). Also, in certain cases it was desirable for the
cooperating teacher and supervisor to assume different leadership
styles in working with the student teacher on a particular objective.
An example of this style of contracting is also included in the set
of transcripts.
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When mutual agreement had been reached among all members, a
supplementary MBO/Leadership contract (Appendix K) was written (12.0)
by the supervisor with the original given to the student teacher and
a copy given to the cooperating teacher. In this contract, the
objectives were listed, the contracted leadership style specified, and
specific details such as responsibilities and concerns to be considered
noted. The MBO/Leadership contract was conceived as a supplement to
the original MBO Focussing/Contract form (7.0). A partially complete
MBO/Leadership contract, with its attached MBO/Focussing contract, for
the transcripts described just previously, may be found in Appendix F.
The student teacher had been in the classroom for approximately
six weeks at this point and had begun within the last week to work
toward the completion of objectives. However, with establishment of
the supplementary contract, Phase III Implementing began (13.0). The
student teacher planned and developed his/her teaching within the
guidelines of his/her contract (13.1), and the cooperating teacher
and supervisor supplied the needed assistance through the contracted
leadership style (13.2). The observations (13.3) by the supervisor
were carried out using the clinical supervision model discussed in
Chapter II and were based on the needs and objectives of individual
student teachers as expressed through the contracting process.
Specific monthly dates were set during the semester for the stu-
dent teacher, cooperating teacher, and supervisor to meet, assess and
renegotiate the contract (14.0). The objectives of these periodic
sessions were:
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1. to provide the student teacher with feedback from
the cooperating teacher and supervisor on his/her
performance to date (14.1);
2. to provide feedback to the cooperating teacher and
supervisor from the student teacher on the appro-
priateness of contracted leadership styles and
renegotiate this style if necessary (14.1, 14.3);
3. to redefine objectives and/or consider new or
delayed objectives (14.2);
4. to review the timetable and overall progress of
events toward completion of the contract (14.4).
In most student teacher contracts, one or more modifications of con-
tract, as suggested above, were required. In some cases, a longer
period of time was contracted for completion of an objective or of the
contract itself, while in other cases, new objectives were identified
and written. Objectives previously delayed because of their major
scope and dependence upon completion of minor objectives were now
discussed and contracted (15.1). Again copies of the renegotiated
contract (16.0) were given to the student teacher and cooperating
teacher and the remainder of the semester was spent either completing
the original contract or working on additional or modified objectives.
When the student teacher was considered by his/her cooperating
teacher and supervisor to have completed all of his/her objectives,
his/her course requirements were completed (17.0) and a date was set
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to review his/her performance. This decision did not occur in most
cases until the last week of the semester because additional objec-
tives had been written for the student teacher to complete. Phase IV
AP,P.ralsing began with the triad meeting to review performance (18.0).
The objectives of this summarizing session were:
1. to evaluate the performance of the student teacher
in terms of the contract;
2. to consider importance of possibly contracting for
more experience if more time to complete objectives
was needed (19.0);
3. to discuss the effectiveness of the MBO contracting
process and identification of leadership styles for
each objective, and administer a final LEAD instru-
ment to each student and cooperating teacher;
4. to administer a questionnaire to each participant
to assist the supervisor in evaluating the super-
visory process.
In actuality, the meeting served to summarize formally recommendations
augured in prior meetings. Except for those student teachers requir-
ing more work (19.0), upon completion of this meeting the student
teacher received his/her grade, was given a recommendation for
certification (20.0), and officially completed his/her internship.
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Field Test Situation
Setting
The Amherst/Pelham Elementary Teacher Education Program (APEP)
,
jointly sponsored by the School of Education at the University of
Massachusetts and the Amherst, Massachusetts Public Schools, embraces
three basic and sequential components (pre-internship I, pre-
internship II, and internship), each of which combines field experi-
ences with academic work over the course of a semester. The practicum
experiences take place in three Amherst public elementary schools. For
logistic reasons, this study was limited to one of the open space
schools in the district where the majority of student teachers was
located. The school contains six quads, which are rooms the size of
four classrooms. Within each quad are three teachers, seventy-five
to one hundred students, three instructional aides, and two or three
student teachers.
Both cooperating teachers and student teachers had considerable
program experience prior to the conduct of the study and, in addition,
cooperating teachers worked continuously with students from all phases
of the program. The internship (student teaching) is a full-time
experience extending through a full semester (fourteen weeks for
fifteen University credits). Students are admitted to the student
teaching expeiience only after they have achieved satisfactory per-
formance levels in the pre-internship phases of the program. A
com-
plete folder is also accumulated by each student on his/her
experiences
68
as he/she progresses through the program and serves as a portfolio
for future use.
The APEP program has strong district support and combines the
resources of the University community with those of the local Amherst
Public Schools. The schools' instructional, administrative, and
specialist personnel are actively involved in the guidance of these
field experiences. One of the primary roles of the assistant princi-
pal, agreed upon by the central administration of the school district,
is to play an active role in the selection, placement, and monitoring
of University of Massachusetts student teachers in the classroom.
The program provided teacher resources to the school through the
participation of many students at all stages of their training. In
turn, the school supplied an office for the supervisor allowing for
easy access with all school personnel.
Participants
The participants in this study initially included ten undergradu-
ate senior elementary education majors at the University of
Massachusetts who were student teaching full time for fifteen weeks
as part of the APEP program; and nine classroom teachers at levels
ranging from kindergarten through sixth grade who were acting as
cooperating teachers with the APEP program during the 1975
Fall
semester. One cooperating teacher worked with two student
teachers
simultaneously; however, one of these student teachers
was unable to
adapt to the program requirements and dropped out midway
through the
second month. Date for this individual were incomplete} therefore,
results are reported for nine student and cooperating teachers.
Near the end of the 1975 Spring semester, cooperating teachers
and prospective student teachers (pre-intern II 's) undertook inter-
views to select partners for the Fall semester. The pre-intern pre-
pared a folder including;
1. a resume, biographical data sheet, or other state-
ment indicating who he/she is and what he/she has
done;
2. a short personal statement of educational philosophy
and professional aspirations in education;
3. a brief report and commentary about the pre-intern
experience prepared jointly by the cooperating
teacher and supervisor in consultation with the
pre-intern;
4. a brief report and commentary about the pre-intern
seminar participation prepared by the instructor
in consultation with the pre-intern;
5. a statement of desired experience or needs to be
met during the internship by the prospective
intern. (APEP Handbook , 1975)
The cooperating teacher was expected to have the following material
ready to show «-o the prospective student teerbe^**
1. a statement conveying the general philosophy and
approach to teaching and learning pursued by the
teacher and by other professionals in the quad;
2. a weekly schedule of classroom activities with cn
indication of how student behavior is managed/
monitored and how the intern fits into the class
room social system;
3. an introduction to the learning materials and
experiences generally used, the nature of the
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planning and evaluation procedures generally
followed; and the intern's expected role in
these
;
4. specific expectations of the intern: initially
upon entering the quad/classroom and later;
regular and occasional assignments; regular
and occasional opportunities for cooperating
teacher/intern interchange for planning; and
feedback on performance, for instance;
5. particular opportunities available to the
intern and/or encouraged by the cooperating
teacher; e.g., working with school specialists,
visiting other quads/classrooms and/or schools,
participating with parents, sharing professional
readings together. (APEP Handbook , 1975)
Each student teacher and each cooperating teacher mutually selected
their partner at the close of the Spring semester, 1975.
Investigator's Role in Program
In the present study, the researcher assumed the role of super-
visor and cooperatively worked with each student teacher and cooperat-
ing teacher. The supervisor was previously trained in situational
leadership theory and was therefore in a position to carry out the
model as intended by its developers.
Field Test Questions
As previously stated in Chapter I, the purpose of the
study was
to develop and test a scheme for supervision in the
triad involving
the student teacher, cooperating teacher, and
supervisor, integrating
four conceptual bases: (1) management by
objectives; (2) supervision
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in a triadic relationship; (3) research on student teacher concerns;
and (4) a model for situational leadership developed by Paul Hersey
and Kenneth Blanchard. A secondary purpose was to examine the fit of
the situational leadership model to the requirements of the student
teaching situation. The evaluation was formative in .nature; forma-
tive in its use in smoothing out the process and in answering ques-
tions about the overall efficiency and usability of the model.
Four overarching questions were stated: What changes are needed
in the process? (Question A); Does the supervisory process result in
the accomplishment of significant objectives? (Question B) ; How well
did the Hersey and Blanchard model of situational leadership apply to
the supervision of student teachers? (Question C)
;
Is the process
practical and effective in the judgment of the participants— student
teachers, cooperating teachers, the supervisor, and administrative
personnel? (Question D) . In this section, the specific subquestions
related to each overarching question will be listed.
Question A: What changes are needed in the process?
A^: How successful were each of the group meetings:
seminar (1.2); objective setting (2.0) and sub-
sequent task (3.0); leadership workshop (8.0)
and subsequent task (9.0)?
i. Were stnted goals and/or purposes
accomplished?
ii. Were the meetings perceived as
worthwhile?
What changes should be considered?iii.
A
2 :
How successful were each of the dyad and
triad meetings : individual cooperating
teacher/supervisor (1.1); MBO contracting
(A.O to 7.0); MBO/Leadership contracting (10.0
to 12.0); observing/critiquing (13.0); assess-
ing and renegotiating contract (14.0 to 17.0);
reviewing performance (18.0 to 20.0)?
i. Were stated goals and/or purposes
accomplished?
ii. Were the meetings perceived as
worthwhile?
iii. What changes should be considered?
: Was the process flexible enough that members
of the triad were able to alter or modify
objectives and/or recontract leadership style
as the need arose?
Question B: Does the supervision process result in the accom-
plishment of significant objectives?
B-^i How significant were the contracted objectives
in the opinion of triad members?
B 2 : Were the original objectives met?
Question C: How well did the Hersey and Blanchard model of
situational leadership apply to the supervision of
student teachers?
C^: What is the distribution of leadership styles
selected on the LEAD by cooperating teachers
and student teachers?
i. Pre- and post-means on each quad-
rant
ii. Match in dominance
C 9 : Is the distribution of leadership styles
on the
LEAD by cooperating teachers and student teachers
similar to that observed in other helping profes-
sions?
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C 3 : What happens over the course of the study to
participants' responses to the LEAD in terms
of Dominance, Range, and Effectiveness?
C
4
- there a distribution of responses on the
part of all respondents on the Task Relevant
Maturity form?
i. What styles are selected on the
TRM?
ii. What is the percent of agreed
styles on the TRM and final MBO/
Leadership contract?
i Did the cooperating teacher and supervisor
use the contracted leadership style in working
with the student teacher?
C^: How effective was utilizing the Teacher Concerns
Checklist in the process of supervising stu-
dent teachers?
i. When high self-concerns are con-
sidered, is a High Relationship
style agreed upon more frequently
than a Low Relationship style?
ii. Is there a more varied distribu-
tion in suggested and contracted
leadership styles for student
teachers who are more mature and
who have lower self-concerns?
Question D: Is the process practical and effective in the jud
ment of the participants—student teachers, coop-
erating teachers, supervisor, and administrative
personnel?
a —
o
D^ : How much time was required of each partici-
pant involved in the contracting/supervisory
process?
D
2
: What is the appraisal of the student teachers,
cooperating teachers, and administration
regarding the effectiveness of the contract-
ing/supervisory process?
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D
3
: Did the contracting/supervisory process allow
for more contact and positive feeling between
the cooperating teacher, student teacher, and
supervisor than recorded in the program last
year when the process was not used?
D4 : Is there any evidence in the semester follow-
ing the study that the participants, their
colleagues, or the APEP program wished to
continue or adopt the contracting/supervisory
process?
Methodology of the Field Test
Data utilized to answer the preceding questions were gathered
either as a natural part of the orientation and contracting processes,
or were collected specifically for research purposes. In this section,
each source of data will be described or an appropriate cross reference
to other chapters and/or appendix will be provided. In this section,
the instrumentation used to collect the data is described. A data
collection plan is then presented relating the field test process to
specific data collected and the field test questions. The methods
used to analyze the data presented in Chapter IV are described in the
final portion of this section.
Instrumentation
LEAD. The Leader Effectiveness and Adaptability Description
Questionnaire (LEAD) is an instrument developed by Hersey and Blanchard
(1973). There are two forms of the LEAD— Self and Other. The LEAD-
Self is completed by the leader himself /herself , while the LEAD-Other
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is completed by a leader’s supervisor (s)
,
associates (peers), or
followers. The instrument asks for self- or other-perception of what
a leader would do in twelve situations.
The LEAD measures three aspects of leader behavior: (1) domi-
nant and supporting leadership style; (2) style range; and (3) style
adaptability (Hersey and Blanchard, 1973, p. 3). From the LEAD, a
leader's dominant style and supporting styles are determined by the
frequency of choices of a particular style for the twelve situations
as perceived by the leader himself /herself (LEAD-Self) and Others
(LEAD-Other) . A leader's dominant style is the style he/she or others
indicate the leader uses most often. Supporting styles are styles
that the LEAD suggests a leader can use on occasion (his/her flexi-
bility) .
The LEAD also measures style range.
A leader’s dominant style plus supporting styles deter-
mines style range. In essence, this is the extent to
which one can vary or is perceived to vary one's leader-
ship style. Some leaders are able to modify their behav-
ior considerably. Other leaders seem to be limited to
one dominant style. (Hersey and Blanchard, 1973, p. A)
Range is determined by the frequency of choices of each of the four
styles of the Life Cycle Theory of Situational Leadership
(Hersey and
Blanchard, 1972).
The LEAD also measures style adaptability.
Style adaptability is the degree to which leader
behavior
is appropriate to the demands of a given situation.
Thus,
a person with a narrow style range can be
effective over a
long period of time if the leader has a high
probability
of success. Conversely, a person with a
wide range o
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styles may be ineffective if these behaviors are not con-
sistent with the demands of the situation. (Hersey and
Blanchard, 1973, p. 4)
Scores for measuring style adaptability are weighted, with the behav-
ior with the highest theoretical probability of success weighted +2
and the lowest theoretical probability of success a -2.
The LEAD provides an individual with feedback on self-perception
and the perception of others on his/her leadership style in terms of
task and relationship behavior. It also gives the leader information
about the flexibility of his/her style. In addition, it indicates
whether the style he/she has selected is appropriate to a given situa-
tion according to the Life Cycle Theory of Situational Leadership.
In the present study, the LEAD was used as a diagnostic instru-
ment in the contracting process (8.0, 10.0 to 12.0), and provided the
cooperating teacher and supervisor with perceptions of their leader-
ship style. Also, the student teacher expressed his/her perceptions
of the cooperating teacher’s leadership style and his/her own ideal
style through two administrations of LEAD-Others. The LEAD was also
administered at thp Final review of performance (18.0) and indicated
what the cooperating teacher perceived as his/her style toward the
student teacher during the semester, and what the student teacher
perceived as the cooperating teacher's style toward him/her. A copy
of the LEAD instruments may be found in Appendix G.
Teacher Concerns Checklist . The TCC developed by Fuller and
Borich (1974) is described in Chapter II. This checklist was
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administered at the beginning of the semester (1.2) to the nine stu-
dent teachers who participated in the study. The TCC results were
used as part of the process, to assist the author in better identify-
ing and acting upon student teacher concerns, prior to completion of
the MBO contract. The full use of this instrument in this study is
described in the Supervisory Process section of this chapter.
Questionnaires . Two questionnaires were administered at the end
of the study. One questionnaire was administered to each cooperating
teacher and each student teacher at the final review of performance
meeting (18.0). The questionnaire (Appendix H) was developed by the
supervisor and consisted of both open-ended questions and ratings.
Its primary focus was on evaluating the contracting/supervisory
process; it was used also to fill in voids in the data collection
scheme. The second questionnaire was the Supervisor Appraisal Form
(Appendix I) developed by the APEP program. The questionnaire was
initially administered to all cooperating teachers and their student
teachers, who were participating in the APEP program during the Spring
sppipstpr. These student and cooperating teachers were asked to
appraise the performance of the supervisor working with them. The
identical Supervisor Appraisal Form was administered again at the
close of the Fall semester to the eighteen student and cooperating
teachers participating in the developer's study. In both instances,
the assistant principal administered the testing.
Taped Interviews . At the final review of performance meeting
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(18.0)
,
the author conducted exit interviews with the student teacher
and cooperating teacher from each triad. The interview protocol
(Appendix J) consisted of open-ended questions focussing on the stu-
dent teachers' and cooperating teachers' overall reactions and evalua-
tions or the effectiveness of the contracting/supervisory process.
Supervisor's Log
. The supervisor documented all activities and
events during the semester in a log of events. Included in the log
were critical notes suggesting possible changes on each workshop,
large and small group meeting, individual conferences and seminars.
Products of the Process
. Included in the contracting/supervisory
process were four forms (Appendix K) used by the supervisor to assist
the student teachers and cooperating teachers in clarifying proce-
dures. These forms included: the Objective-Setting Conference Form
(4.0)
;
the MBO Focussing/Contract Form (7.0); the Task Relevant
Maturity Form (9.0 to 12.0); and the MBO /Leader ship Contract (12.0).
Inspection of these forms indicates data elements including spaces to
list objectives, priority weights, related activities, leadership
styles, specific details such as individual responsibilities and time
for completion of an objective, and finally a space to record accom-
plishments .
Data Collection Plan
The instruments previously described in many cases serve multiple
purposes in that they contribute information to more than one of the
field test questions. For instance, the MBO/Leadership contract
gives
information which relates to questions A2> A 3 , C^, C^, and C & . In
Table 3.1 is clarified where the data to answer each question comes
from and how the data collection is related to the supervisory process.
In this table, the participants who respond in each data collection
event are also identified.
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Data Analysis
In the previous section, the instrumentation used in the study
has been identified. The specific nature of the measurement or
observation and the method by which they will be analyzed or aggre-
gated, however, was not made explicit. In general, descriptive
statistics served to summarize the data. In Table 3.2, the evidenc
used to answer each of the field test questions is described expli-
citly.
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This chapter has described the field test procedures and
methodology involved in the implementation of the study. It provided
an in-depth look at a four-phase model developed for use in the stu-
dent teaching triad, a description of the field test situation, the
stating of field test questions, a description of the. data-gather ing
instruments used in the study, and details of the data collection
plan. The chapter concluded with a description of the evidence used
to answer each of the field test questions.
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CHAPTER IV
FINDINGS
The purposes of this chapter are to report and discuss the find-
ings of the study following the sequence of analysis given at the end
of Chapter III. The chapter is divided into four sections addressing
four overarching questions: (1) A: What changes are needed in the
process?; (2) B: Does the supervisory process result in the accom-
plishment of significant objectives?; (3) C: How well did the Hersey
and Blanchard model of situational leadership apply to the supervision
of student teachers?; and (4) D: Is the process practical and effec-
tive in the judgment of the participants—student teachers, cooperat-
ing teachers, the supervisor, and administrative personnel? Within
each section, specific sub-questions are stated and data related to
them is given, followed by a discussion cf the several pieces of data
applying to the overarching question.
Changes Needed in the Supervisory Process
Question A: What Changes Are Needed in the Process?
In analyzing what changes should be considered in the present
contracting/supervisory process, three specific questions were
answered—one which dealt with the large group meetings, another
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investigating each of the dyad and triad meetings, and a final ques-
tion pertaining to the flexibility of the process. Specific data
regarding their attainment and the perceptions of participants were
collected from a number of sources. Data from the supervisor's log,
final interviews with all the participants, student teacher and
cooperating teacher questionnaires, and forms used in the contracting
process, together suggested what changes should be considered. The
goals for each step in the process were originally stated in Chapter
III. The data reported from these questions is discussed in a section
at the end.
A-^: How success ful were each of the group meetings: seminar
( 1.2); objective setting workshop (2.0) and subsequent task (3.0);
leadership workshop (8.0) and subsequent task (9.0)?
i. Were the stated goals and/or purposes
accomplished?
ii. Were the meetings perceived as
worthwhile?
iii. What changes should be considered?
Seminar (1.2) . The supervisor conducted a seminar the first week
of the semester with all of the student teachers. Seven goals were set
by the supervisor for the meeting. Two were procedural and involved
administering the Fuller Concerns Checklist and setting dates for
future meetings. In the final interviews, the student teachers
were
queried about the overall success of the meeting and accomplishment
of
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the five non-procedural objectives, paraphrased and underlined in the
following paragraph.
All nine student teachers indicated satisfaction with the agenda.
Besldes establishing a warm and friendly relationship between them and
the supervisor, the nine also commented positively on the supervisor's
effectiveness in outlining his role and the contracting procedures
to be followed in the next six weeks. One student teacher stated,
"I left the meeting with a strong feeling that the supervisor was
committed." Four of the nine indicated that they felt encouraged by
the implied structure of the process. All nine felt that they became
better acquainted with each other and that it helped knowing some
"friendly faces," especially for the first few weeks. After discuss-
ing the agenda for the subsequent meeting with cooperating teachers
,
the majority of the student teachers felt prepared for the following
week. Three expressed apprehension, however, about accomplishing the
task of setting objectives at a large group meeting with so many
teachers involved.
In summary, information received from the student teachers per-
taining to this seminar indicates that all its goals were accomplished,
and the meeting was apparently perceived as worthwhile. In addition,
the positive nature of most comments and the lack of suggestions for
changes in the seminar itself, suggested that the agenda not be modi-
fied.
Objective-setting workshop (2.0) and subsequent task (3.0)> The
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purpose of the large group meeting was to formulate a master list of
objectives to assist individual student teachers and cooperating
teachers select potential objectives for a particular student teacher.
The meeting was attended by all student and cooperating teachers dur-
ing the second week of the semester. The student and cooperating
teacher working individually then spent the four days following the
meeting developing a set of objectives and activities for the student
teacher. In final interviews with both groups, and through the stu-
dent teacher and cooperating teacher questionnaire administered at the
last triad meeting, the participants were asked to comment on the
value of the meeting and their readiness for the next task and recom-
mend any changes
.
The goal of this meeting was accomplished through the development
of a master list of objectives
. Although the meeting was judged to be
informative by all participants, responses varied as to the future
usefulness of such a meeting. As one student teacher commented, "I
had already formulated my set of objectives prior to this meeting and
felt this step could have been accomplished in a group seminar with
the student teachers." One- third of the teachers indicated the meet-
ing should be dropped from the process since they now felt informed as
to important objectives for student teachers. There was no consensus
on the necessity of having formal meetings for all student teachers
and cooperating teachers, with a structured agenda either.
Fifty-six percent of the student teachers felt it should be kept
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as a formal step in the process, while the remaining forty-four per-
cent indicated that informal meetings would be sufficient. In addi-
tion to the teachers who favored dropping che meeting, forty-five
percent of the teachers were in favor of formally retaining this
event, while twenty- two percent said it could be done informally.
The participants also agreed that the amount of time allowed for
the subsequent development of individual sets of objectives and the
assistance given by the supervisor were appropriate. "It gave me an
opportunity to spend some time reexamining my needs as a student
teacher," commented one student teacher, while two others expressed
the opinion that by developing the objectives individually, they were
able to list wThat they felt was important to them. Two other student
teachers felt that the supervisor was able to help them develop addi-
tional objectives through unscheduled conferences. Four of the coop-
erating teachers reported that they received assistance from the
supervisor in gaining additional information about their student
teacher
,
which then helped in planning objectives for their student
teacher
•
The preceding data suggest that changes be made in future
objective-setting meetings. The meeting should be developed as a
required seminal for the student teacher, with optional attendance of
cooperating teachers. Also, informal discussion of possible oojec—
tives, rather than the several brainstorming processes, might serve
the meeting’s purpose. The majority of participants recommended no
101
changes in the process of objective-setting that followed the meet-
ing.
—
e
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dership
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workshop (8.0) and subsequent task (9.0) . The leader-
ship workshop was the starting point of Phase II and was held in the
fourth week of the semester for all student and cooperating teachers.
Three goals were established with four related activities included on
the agenda. At the meeting, the task of individually completing the
TRM form as it would apply to the student teacher's objectives was
assigned to each student and cooperating teacher, as well as the
supervisor. In final interviews and individual questionnaires, par-
ticipants were questioned as to the general success of the meeting,
the attainment of the goals, the usefulness of the meeting's activi-
ties, and their readiness for the subsequent activity.
Work?he p objectives were met by most, but not all cooperating
and student teachers. Seven of the nine cooperating teachers, however,
felt a positive attitude toward applying the theory to the process they
would be following . One student teacher said, "I felt unsure of the
theory at the cloco of the workshop but considered the role playing
by [the workshop leaders] helpful in knowing how my cooperating
teacher and supervisor were going to assume appropriate leadership
styles to help me complete my objectives." The majority of student
teachers and cooperating teachers who participated in the meeting indi-
cated a general understanding of situational leadership after the meet-
ing and were sufficiently informed to fill out the Task Relevant
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Maturity form (TRM)
,
as all were prepared for the contracting meet-
ing (10.0). Triad members were uniformly satisfied with the length
of time to fill out the TRM and also felt knowledgeable about the
student teacher's strengths and weaknesses at that point in the
semester.
There was somewhat more criticism of this meeting than the other
two large group meetings, although it was perceived by the majority
of participants as worthwhile. Three of the cooperating teachers said
the meeting was informative but should be offered only to new student
teachers and cooperating teachers in the future. Another cooperating
teacher suggested training student teachers in the leadership processes
during the semester prior to student teaching. One of the nine coop-
erating teachers felt that, although informative, the workshop should
have dealt ^ ith leadership techniques "minus the jargon" and that
there was too much time spent in lecturing. All participants also
questioned the relevance to education and their own classroom settings
of the situations described on the LEAD instrument that was adminis-
tered to them.
In responding to the question of whether or not the meetings be
formal or informal or, perhaps, even dropped from the contracting/
supervisory process, both student teachers and cooperating teachers
responded similarly. Fifty-six percent were in favor of formally
retaining this step, thirty-three percent felt it could be
continued
informally, and eleven percent thought it should be dropped.
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Recommendations growing out of the data are two-fold: first,
the LEAD needs to be adapted to the educational setting if the
actuality of the situational leadership model is to be clear; second,
the leadership meeting might become optional, with those participants
who do not attend supplied with a booklet on situational leadership
and a follow-up conference to highlight important steps. Such a
procedure was followed in the present study when two individuals
were absent for the workshop. Both responded positively to following
this procedure and had no problem in contracting leadership style.
: How successful were each of the dyad and triad meetings;
individual cooperating teacher/supervisor meetings (1.1); MBO con-
tracting (4.0 to 7.0); MBO/Leadership contracting (10.0 to 12.0);
observing/critiquing (13.0); assessing and renegotiating contract
(14. C to 17.0); reviewing performance (18 0 to 20.0)?
i. Were stated goals and/or purposes
accomplished?
ii. Were the meetings perceived as
worthwhile?
iii. What changes should be considered?
Individual cooperating teacher /supervisor meetings (1.1) . The
supervisor met individually during the first three days with each
cooperating teacher for two reasons— to identify respective roles and
to discuss procedures to be followed during the semester. Perceptions
teachers’ value of these individual meetings wereof the cooperating
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recorded in the supervisor's log and probed at the final interviews.
All nine cooperating teachers indicated feeling self-assured
about the roles they and the supervisor would be assuming in the com-
ing semester. One teacher commented, "This is the first time I have
seen a supervisor before a week or two of the semester has gone by."
The majority of teachers also commented on the value of knowing what
would be transpiring in the coming months . Although most of the
cooperating teachers expressed prior knowledge of the technical skills
sheets which the supervisor handed out, they also felt this use of
"common terminology" in critiquing a student teacher's lesson would
be helpful for everyone. The model of clinical supervision to be used
by the supervisor in working with each student teacher was also
familiar and acceptable to all the cooperating teachers
,
though not a
technique that each of them used. Information compiled by the super-
visor suggested the individual meetings were successful. All purposes
were accomplished and no changes were recommended.
MBO contracting (4.0 to 7.0) . During the third or fourth week of
the semester, a series of triad meetings were held for two hours for
the purpose of completing each student teacher's MBO contract. In_
reaching mutual agreement on a set of objectives , the student teacher,
cooperating teacher, and supervisor considered a number of sources of
information. In the final interview, the participants were queried
about the overall success of the meeting, while the individual
ques-
tionnaires administered elicited responses as to whether
or not this
I
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event should be formally retained in the contracting/supervisory
process
.
All nine student teachers expressed a personal commitment to the
completion of the agreed upon objectives because of their participa-
tion in proposing and clarifying their objectives
.
S.ixty-seven per-
cent of the student and cooperating teachers felt that discussion
of the Teacher Concerns Checklist
,
which had been administered to the
student teacher at a prior meeting, was particularly helpful and
timely in selecting which objectives should be realistically considered
then and which could be deferred until a later date. One cooperating
teacher commented, "I learned more about what my student teacher would
initially need from me before I assigned her any major responsibili-
ties."
All eighteen participants indicated that the process of listing
related activities was constructive and necessary for completion of
the objectives by the student teacher. Three of the cooperating
teachers also felt that the contracting helped to clarify the responsi-
bilities of the student teacher.
Responding to the question, should this process be formal,
informal or dropped, all nine of the student teachers and eight
of the
nine cooperating teachers indicated the need for its formal
retention
in the contracting/supervisory process.
Thus, the MBO contract-setting meeting accomplished
the goals set
for it, taking into consideration. the necessary
items in assisting the
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triads to arrive at mutually agreed upon objectives. The meetings
were successful in that all the triads established MBO contracts.
No changes were recommended.
jffiO /Leader ship contracting (10. 0 to 12.0) . This meeting was
held during the sixth or seventh week of the semester for each triad
and lasted approximately two and one-half hours. The major purpose
of the meeting was for the triad to negotiate appropriate leadership
styles for the cooperating teacher and supervisor to follow in assist-
ing the student teacher achieve each objective in his/her contract. In
final interviews and on the Student and Cooperating Teacher Question-
naires, participants were asked to comment on the success of this
process, as well as the value of using the TRM form.
Ninety-four percent of the participants indicated that this meet-
ing was worthwhile. These seventeen student and cooperating teachers
also expressed the need for this meeting to be retained as a formal
process of the model. One cooperating teacher suggested that this
step be dropped from the process but the MBO contracting session
retained. In responding to the question of how helpful the process of
identifying objectives and contracting leadership style was in helping
them complete the objectives, seventy-eight percent of the student
teachers rated (on a 9-point scale) this segment of the process as "8"
or better in helping them. The question rated a "7" or above by two-
thirds of the teachers. All eighteen participants indicated their
approval of the manner in which the Task Relevant Maturity form was
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used. One teacher commented, "I found using this form extremely
helpful in evaluating my student teacher's ability to perform various
tasks
. . . by her honest sharing of her strengths and weakness, I
began to understand what her needs were." Two other cooperating
teachers felt that by using this form their student teachers got a
clearer picture of how the supervisor and cooperating teacher per-
ceived them. The majority of participants mentioned the effective
way negotiating styles through this form helped to pinpoint specific
needs, and everyone commented on the form's usefulness in opening
communication between members of the triad. One teacher stated that
the form's value was in focussing a discussion of the past history of
the student teacher, the student teacher's file folder, and TCC
scores in relating to the semester's objectives.
All the participants perceived this meeting as successful and in
all nine cases of contracting between student teacher , cooperating
teacher and supervisor, mutual agreement was reached and an MBO/
Leadership contract written. The participants felt the meeting to be
worthwhile and extremely informative because a much clearer picture
had been drawn of their student teacher's needs. The approximate six-
week time span from the beginning of the semester until the
establish-
ment of an MBO/Leadership contract was also indicated as appropriate
since it allowed all participants time to identify better
student
teacher and cooperating teacher styles. No major changes were
recom-
mended for this meeting.
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Observing/Critiquing (13.0), In Phase III, the student teacher
planned and carried out her teaching within the guidelines of her
contract. The main function of the supervisor during this phase was
to observe and critique each student teacher using a clinical model
of supervision. In final interviews with both student and cooperat-
ing teachers, the question was posed as to the supervisor’s success in
following this model.
Every student teacher indicated their preference for pre-
observation conferences prior to an observation. "I had the oppor-
tunity to identify what I thought was important for the supervisor
to observe and in which areas I needed help," commented one student
teacher. Seven of the nine indicated that time was ultimately saved
in these pre-observation meetings because they were operating from an
established contract to which reference could be made.
Six of the nine also found using the technical skills of teaching
quite helpful, since their teacher and supervisor referred to it quite
often. Two of the nine expressed the need to be observed in settings
other than the classroom, such as on class field trips or other
activities where large groups were operating. One other student
teacher felt she needed more observation when she worked with small
groups and individual children. The majority, however, were satisfied
with the amount of observation they received. They all also found the
post-observation conference with the supervisor valuable for discuss-
ing the observation, in planning future activities, and in supplying
support
.
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The cooperating teachers expressed satisfaction with the amount
of time the supervisor spent with their student teachers. One com-
mented, "Because of the supervisor’s guidance in assisting my student
teacher, and because of his consistency of being there when he said
he would, I was able to rely on him and could therefore spend more
time with my own children."
Five of the nine cooperating teachers suggested that in the
future they participate in some of the post-observation conference
meetings. These five wanted to share their perceptions of their student
teacher’s progress in the classroom with the supervisor. This was
the only change suggested. There was general agreement, then, that
clinical supervision be kept as an integral part of the contracting/
supervisory process.
Asses?:' ng and renegotiation sessions (14.0 to 17.0) . Periodic
sessions were set during mid-semester to assess the overall progress
of the student teachers. Four objectives were set by the supervisor
for this triad meeting. In final interviews and through the Student
Teacher and Cooperating Teacher Questionnaires, participants were
asked to evaluate the success of this meeting.
All nine triads expressed positive comments towards this meeting.
A majority of the student teachers indicated receiving helpful sug-
gestions from the cooperating teacher and supervisor on their work
to date in the classroom. A majority of the participants said the
meeting helped both to assess progress and to begin planning for the
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time when the student teacher would assume full classroom responsl-
bility
.
Mthouah the use of leadership styles by the cooperating teacher
and the supervisor was discussed in each triad meeting, seventy-eight
percent of the triads did not formally renegotiate new styles, having
done so informally prior to this date whenever the need arose. Two
contracts were significantly modified in these sessions, while on
the other seven MBO/Leadership contracts, the changes which had been
made were noted by each individual and new timelines were set for
objective completion
.
In summary, although the supervisor was successful in discuss-
ing and acting on all the objectives set for the session, a majority
of the triads had completed some of the tasks prior to the meeting.
Responses from various triad members regarding the value of this step
in the contracting/supervisory process was varied. The majority of
the members of each group perceived the meetings as worthwhile,
primarily because they were able to discuss and evaluate the student
teacher’s readiness to assume full responsibility in managing the
classroom. Fifty-six percent of the student teachers and forty-four
percent of the cooperating teachers recommended that these meetings
should be retained but scheduled on an ad hoc basis. Two teachers,
for instance, suggested that informal conversation about the stu-
dent's progress precede the setting of a date to discuss and review
performance. Another felt that in her case, since the student
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teacher was progressing satisfactorily, there was no need for a mid-
semester triad meeting to be held. The remaining cooperating teachers
wanted this step kept as a formal process, and all these respondents
expressed the desire for additional meetings between supervisor,
teacher, and student teacher to keep all participants up-to-date and
in communication.
Reviewing performance (18.0 to 20.0)'
. The culminating meeting
of the student teaching experience occurred during the last week of
the semester. The meeting served two purposes: first, to evaluate
the performance of the student teacher in terms of his/her contract;
and second, to evaluate the effectiveness of the MBO/Leadership
approach used during the semester in supervising each student teacher.
In actuality, this meeting also served to summarize formally recom-
mendations augured in prior meetings. Except for those student
teachers requiring additional student teaching time to complete objec-
tives, upon final review of the contract the student teacher was
recommended for certification and completed his/her internship.
o-j : »aS unu process flexible enough that members of the trxad
were able to alter or modify objectives and/or recontract leadership
style as the need arose? Data from members of the triad were elicited
from final interviews regarding the overall flexibility of the process.
Seven of the nine triads had altered their contracts without
waiting for a scheduled mid-semester meeting. Both of the dyads who
perceived the need for this meeting required major revision in their
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MBO /Leaders hip contracts. One of the student teachers had eight
objectives on her contract, five of which required modification in
content. A leadership style change from High Relationship-Low Task
to High Relationship-High Task was also recommended for one of these
objectives. The other student teacher whose contract, needed major
revisions had seven objectives, three of which required content revi-
sions. In each case, a leadership style change was recommended for
one objective; in each case two more evaluation meetings were
required to complete planning regarding a final set of objectives.
The seven triads who altered their contracts whenever the need
arose commented that the renegotiation session was most effective
in considering any objectives which were still deferred from previous
meetings, such as assuming full responsibility for all classroom
activities. These triads had contracted l total of fifty-three
objectives, seven of which had been deferred at the start of the
semester. These seven student teachers and seven cooperating
teachers also indicated completing, prior to the renegotiating ses-
sion, five objectives; writing three new objectives into their con-
tracts; and modifying fifteen of their original objectives. Twelve
leadership styles were also changed that did not require a meeting
to discuss.
The data suggest that the majority of individuals initiated
changes in their contracts without scheduling a meeting, that
the
contracting/supervisory process was flexible enough to allow for
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changes in the contract, and, finally, that only in extreme cases was
It necessary for the supervisor to intervene.
Discussion
Analysis of data about each group and triad meeting suggests
for the most part that goals were accomplished. The small number of
changes suggested by participants grew principally from cooperating
teachers anticipation that similar meetings with each semester’s
student teachers would become repetitious, and thus were not truly
criticisms of initial supervision leadership workshops.
The specific changes recommended by cooperating teachers and
student teachers dealing with participation in meetings were, first,
that cooperating teachers attend some of the post-observation con-
ferences with the student teacher and supervisor and, second, that
informal discussions with all triads be held to discuss objectives
in lieu of an objective-setting workshop or that the objective-
setting conference be held as a regular seminar for student teachers
and new cooperating teachers with attendance optional for the remain-
der of the cooperating teachers, and, finally, that leadership work-
shops be optional for all participants with a booklet and subsequent
conference provided for those electing not to attend.
The primary change recommended in the scheduling of the meetings
concerned the renegotiation session (14.0), where it was recommended
by the cooperating teachers that since most changes were made in the
contract by cooperating and student teachers without a scheduled
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meeting, the supervisor only needed to schedule renegotiation meetings
in extreme cases.
The only meeting that needs major design revisions is the leader-
ship workshop (8.0). Both the "jargon" and LEAD instrument were
criticized. It would appear that there is a need to redesign this
questionnaire if it is to be appropriately administered in the educa-
tional setting.
In summary, then, it was recommended chat all steps in the process
are necessary, although optional attendance for cooperating teachers
at certain meetings and ad hoc triad renegotiacion sessions were sug-
gested. The formal agenda of each session, with the exception of
objective-setting, should remain in the original form.
The Significance and Attainment of Objectives
Question B: Does the Supervisory Process Result in the Accomplish-
ment of Significant Objectives?
It is fitting that the evaluation study consider the value of
the substance of the student teachers' learning programs as expressed
in the objectives developed cooperatively by the student teacher,
cooperating teacher, and supervisor.
Two questions are suggested by the original question:
(1) B-^ : How significant were the contracted objectives in the opinion
of triad members?; and (2) B 2 : Were original
objectives met?
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—How significant were the contracted objectives In the
opinion of the triad members? The contracted objectives in Phase I
resulted from the Planning (What) process (4.0 to 7.0) wherein each
triad rated its objectives on a 3-point scale. Of the seventy objec-
tives set collectively by the nine triads, fifty-four, percent were
rated of high priority (3), forty percent of moderate priority (2),
and only six percent low priority. Not only, overa] 1 , were fifty-
four percent of the objectives rated as high priority, but the pro-
portion of high priority objectives in individual student’s programs
ranged from thirty-three percent to eighty percent, indicating that
each student teacher set a substantial number of significant objec-
tives .
While the system of rating the significance of objectives may be
criticized because of the rater's involvement in the objective-setting
activity, some examples will suggest that the objectives set were
indeed significant. Those objectives rated as high priority are
typical of major activities in most student teacher programs. For
example. Hevelnoinp a unit of study that uses a variety of instruc-
tional approaches and materials was an important objective for most
student teachers, as was assuming full responsibility for a classes
instruction for three to five days.
Most of the remaining objectives in each student teacher's pro-
gram were rated moderate in priority. One example objective in this
category would be to understand and use basic principles of classroom
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management, demonstrating an ability to work with both large and small
groups of children in a variety of activities, using a firm, but sup-
portive
,
and positive manner. Even the low priority objectives were
non-trivial, if somewhat more narrow or peripheral. Developing skills
and demonstrating an ability to operate a full range of audio-visual
and school equipment and integrating the use of this equipment into
classroom planning serves as an example of the lowest priority cate-
gory.
B
^: Were original objectives met? The previous information has
suggested that the objectives that were contracted by the triad were,
in fact, significant. The evidence associated with the first over-
arching question suggests that the process used to assist the student
teacher accomplish each objective worked reasonably well. Next, the
outcome of the process merits description.
Of the seventy objectives originally contracted by all the stu-
dent teachers, cooperating teachers and supervisor, eighty-six per-
cent were completed. Of the ten objectives not completed, seven were
rated high in priority and three moderate in priority. Four of the
nine student teachers did not complete objectives. Three of these
student teachers continued their programs during the January inter-
session in order to finish. For example, all three planned to assume
full responsibility during that month for planning all classroom
activities for a week. The other student teacher continued working
toward completion of the objectives the following semester as her
cooperating teacher's aide.
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Discussion
In criticizing objective-based programs for objectives that are
insignificant and for an exclusive reliance on goal attainment,
Hacker (1971) commented, "Reduced reliance on easily quantified goals
and reduced emphasis upon goal attainment would open the way to
serious consideration of objectives which are worthwhile and signifi-
cant" (p. 2). Goal-setting research has also indicated that when
subjects were obligated to set goals, their levels of performance
increased most on difficult tasks (Fryer, 1963), and that the higher
the goal, the higher the level of performance (Locke and Bryan, 1967).
Presumably a rating of objectives set in this program by inde-
pendent judges would similarly identify a substantial number of the
actual objectives as highly worthwhile. Incentive to set challenging
and significant objectives was apparent, as seen by the examples of
student teachers developing their own units of study and assuming
total responsibility for the classroom for a period of time.
In the present study, relatively more emphasis was placed on goal-
setting and related planning in Phases I and II than on evaluation of
performance in Phases III and IV. Evaluation was utilized primarily
as input to further planning.
The student teachers challenged themselves with difficult and
time-consuming objectives ; nonetheless, seven-eighths of the objec-
tives were completed, despite the deemphasis on appraisal. It is
apparent that the student teachers felt, to some degree,
a personal
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commitment to the completion of the objectives. Hacker's prediction
about the relationship between worthwhile goals and deemphasis of
goal attainment thus seems to have been borne out by the results of
the present study.
The Application of Hersey and Blanchard
Situational Leadership Model to Supervision of
Student Teachers
Question C: How Well Did the Hersey and Blanchard Model of
Situational Leadership Apply to the Supervision of Student
Teachers?
In analyzing how well the Hersey and Blanchard model of situa-
tional leadership applied to the supervision of student teachers,
six specific questions were answered:
(1) C^: What is the distribution of leadership styles
on the LEAD by cooperating teachers and stu-
dent teachers?
i. Pre- and post-means on each quad-
rant
ii. Match in dominance
(2) C 2 : Is
the distribution of leadership styles on
the LEAD by cooperating teachers and stu-
dent teachers similar to that observed in
other helping professions?
What happens over the course of the study
to participants' responses to the LEAD in
terms of Dominance, Range, and Effective-
ness?
Is there a distribution of responses on
the part of all respondents in the Task
Relevant Maturity form?
i. What styles are selected on
the TRM?
ii. What is the percent of agreed
upon styles on the TRM and
final MBO/Leadership contract?
Did the cooperating teacher and supervisor
use the contracted leadership style in
working with the student teacher?
How effective was utilizing the Teacher
Concerns Checklist in the process of
supervising student teachers?
i. When high self-concerns are
considered, is a high relation-
ship style agreed upon more
frequently than a low relation-
ship style?
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ii. Is there a more varied distri-
bution in suggested and con-
tracted leadership styles for
student teachers who are more
mature and who have lower self-
concerns?
The LEAD instrument, Task Relevant Maturity form, MBO/Contract
,
the Teacher Concerns Checklist, and final interviews all served as
data collection sources in answering the preceding questions.
C^ : What is the distribution of leadership styles selected on
the LEAD by cooperating teachers and student teachers?
i. Pre- and post-means on each
quadrant
ii. Match in dominance
As described in Chapter III, there are two forms of the LEAD
—
the LEAD-Self and the LEAD-Other . The cooperating teachers completed
a pre- and post-test administration of the LEAD-Self, while each stu-
dent teacher completed pre- and post-test administrations of the
LEAD-Other. In completing the LEAD-Other, each student teacher was
asked to select for each twelve situations one of four possible actions
that they believed was an appropriate behavior for the leader being
described. Each of the four alternative actions is consistent with
one of the four leadership styles represented by the quadrants
of the
Life Cycle Theory of Leadership—High Task/Low Relationship
(HT /LR) in
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Quadrant 1; High Task/High Relationship (HT/HR) in Quadrant 2; High
Relationship/Low Task (HR/LT) in Quadrant 3; or Low Relationship/
Low Task (LR/LT) in Quadrant 4. A respondent may choose behaviors
that are representative of all four leadership styles or of fewer
style responses.
The mean number and percent of responses on the pre- and post-
test are presented in Table 4.1.. As indicated in the table, the
cooperating teachers' dominant style or the quadrant in which the
most responses fell was High Task/High Relationship on both adminis-
trations of the LEAD-Self. The student teachers also perceived the
cooperating teacher's dominant style as High Task/High Relationship
or both occasions.
The data also show a distribution of styles on the part of both
the cooperating teacher and student teacher on both occasions. The
cooperating teacher had two supporting styles, styles chosen at
least seventeen percent of the time (Inderlied, 1975). These styles
were High Relationship/Low Task and High Task/Low Relationship.
Data from the student teachers, however , suggested that the ccopcrat
ing teacher had one supporting style—High Relationship/Low Task.
Neither identified Low Task/Low Relationship as a style the cooperat-
ing teacher would use with much frequency. According
to the Life
Cycle Theory of Situational Leadership, the perceived
dominant style
of High Task/High Relationship is appropriate for working
with low to
moderately mature people.
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Table 4.1
Perceptions
About
Expressed by Cooperating Teachers and Student Teachers
Cooperating Teachers' Leadership Style in Various
Situations on the LEAD
Quadrant/
Leadership Style Referent
Mean Number (Percent)
of Responses 3
Pre Post Mean Change
1 Self 2.0 2.5 +0.5
HT/LR (18) (20)
Other 1.3 1.9 +0 . 6
(10) (16)
2 Self 5.4 4.6 -0.8
HT/HR (45) (38)
Other 7.3 5.6 -1.7
(60) (47)
3 Self 2.9 4.3 +1.4
HR/LT (24) (36)
Other 2.8 2.5 -0.3
/ n a \
4 Self 1.7 0.8 -0.9
LR/LT (14) (7)
Ocher 0.6 2.0 +1.4
--
(5) (18)
apre and post measurements were only available on 8
cooperating
teachers and 8 student teachers.
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The student teachers’ post-test scores Indicate an additional
supporting style for the cooperating teacher (Quadrant A). While
High Task/High Relationship is still the perceived dominant style,
there is a notable shift in the student teacher data away from High
Task/High Relationship toward Low Relationship /Low Task.
In summary, both groups’ perceptions of their cooperating
teachers’ dominant leadership style remained the same at the comple-
bion of the study as at the outset. The cooperating teachers’
responses on the post— test showed almost as great a preference for
High Relationship/Low Task, however, suggesting a shift to a higher
quadrant as the student teachers’ maturity increased. The student
teachers also perceived the cooperating teachers as retaining a pre-
dominant style of High Relationship/High Task, but indicated that the
teacher mov?d in the direction of Style 4—Low Relationship/Low Task.
The data indicates a match in dominance with some similarity in sup-
porting styles.
C ,,: Is the distribution of leadership styles on the LEAD by
cooperating teachers and student teachers s imilar to that observed
in other helping professions? Data similar to some of that gathered
in the present study were available for two groups in the helping pro-
fessions. A study conducted by Johnson (1976) on Nursing leadership
compared self-concepts, leadership style and leadership effectiveness
of Head Nurses and their nursing staff. LEAD scores were also
analyzed from a study conducted by Inderlied (1975) that documented
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the application of both MBO and situational leadership contracting
system between a lab director and graduate students in a cell
biology research/laboratory. In each study, data were collected from
both leaders and followers using the appropriate LEAD questionnaire.
For comparison purposes, post-test data were used in the stu-
dent teaching and University laboratory situation, because inter-
personal leader-follower relationships had not been definitely
established at the outset of the studies. In these two studies, the
participants had training in working with the Life Cycle Theory of
Situational Leadership; the post-test results reflect this training
as well as familiarity by followers with the leaders' styles. In the
case of the hospital nurses, no training was provided, and the LEAD
instruments were administered once.
Comparisons between the LEAD instrument scores for these three
groups may be made by inspecting Table 4.2. As previously indicated,
the cooperating teachers viewed themselves as having a dominant
leadership style of High Task/High Relationship and the student
teachers concurred. The cooperating teachers' range of leadership
styles includes High Task/High Relationship; High Relationship/Low
Task; and High Task/Low Relationship. They tend to see themselves
rarely using a Low Task/Low Relationship leadership style.
The student teachers saw the cooperating teachers having a
distribution of styles across all four leadership styles. In addi-
tion to viewing the cooperating teachers as having a High Task/High
and
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Relationship style, the student teachers tend to view the cooperating
teachers as using a Low Task/Low Relationship style more frequently
than the cooperating teachers do themselves. In the effectiveness
rating, the cooperating teachers had a somewhat higher overall
effectiveness rating in selecting appropriate leadership styles for
various situations than did student teachers. Many similarities may
be observed in the data from the three leader-follower dyads. All
three groups of "leaders" view themselves as having a dominant
leadership style of High Task/High Relationship as do their "fol-
lowers." In addition, the range of styles for all the leaders was
quite similar and included High Task/High Relationship; High
Rolationship/Low Task; and, for two of the groups, High Task/Low
Relationship. None of the groups perceived themselves to make much
use of the low Relationship/Low Task style. A High Task/High
Relationship style was the dominant style indicated by the student
teachers, nursing staff and graduate assistants. Each group of fol-
lowers chose the High Relationship/Low Task style as the next most
ijQpd by tb°ir leado-rs; f hey also tended to view the "leaders as
adopting a style of Low Relationship/Low Task more frequently. Over
all effectiveness ratings indicate that the leaders adapted
their
styles better to various situations than did their subordinates.
There is a substantial similarity, then, in the data
from the
three groups. Leaders and followers in these
"helping profession"
groups predominantly utilize leadership styles
2—High Task/High
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Relationship and 3—High Relationship/Low Task— in working with
subordinates
.
—3-i
—
— —
h
^PPens over the course of the study to participants'
responses to the LEAD in terms of Dominance, Range, and Effective -
ness ? preceding data from the LEAD have summarized particular
groups responses. In lable 4.3, the individual responses of coop-
erating teachers and student teachers on the pre— and post— test
administrations of the LEAD are identified with respect to dominance
and range of styles.
ell student teachers, and all but one cooperating
teacher, perceived the leaders' dominant styles as High Task/High
Relationship or as that style in addition to another—a style that is
appropriate for working with low to moderately mature people, accord-
ing to the Life Cycle Theory of Situationnl Leadership. Six individual
student teachers saw the cooperating teacher as still using Style 2,
which is theoretically appropriate for working with low to moderately
mature people; however, two student teachers now believed that their
cooperating te a chor o were using Style 4, Low Rclationship/Lov Task,
an appropriate style for highly mature student teachers.
The cooperating teachers also perceived their range of styles to
be more limited by the .’end of the semester. Seven had initially uti-
lized a full range of styles in response to the LEAD questions, com-
pared to only four in the post-administration of the LEAD. The stu-
dent teachers, however, indicated that they perceived the cooperating
I
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Table 4.3
Characteristics of Responses of Cooperating and Student
Teachers on Two Administrations of the LEAD
Characteristics of
Selected
Leadership Styles
No. of
Cooperating Teachers
(n=8) a
No. of
Student Teachers
(n-8)
Pre Post Pre Post
Dominant Style
Style 2 4 3 5 6
Style 2 (shared) 3 — 3
Style 3 1 5 —
Style 4 — — 2
Range
4 Styles 7 4 3 4
3 Styles 1 3 2
3
2 Styles 1 3
1
aPre and post measurements were only available on 8
cooperating
teachers and 8 student teachers.
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teachers’ range of styles as increasing over the course of the semes-
ter and seven of the eight student teachers perceived their cooperat-
ing teachers as having a range of three or four styles.
A full range of styles is not always necessary, as Hersey and
Blanchard (1972) point out; there is no all-purpose template for ideal
styles. "Successful leaders are those who can adapt their behavior
to meet the demands of their own unique environment" (Hersey and
Blanchard, 1974, p. 6). Thus, style range is not as relevant to
effectiveness as style adaptability. In the present study, no
attempt was made to rate the effectiveness of the adaptions that
apparently were made to particular student teaching situations. Over-
all effectiveness scores on the LEAD, however, diminished for both
groups from the pre- to post-test administration: for the cooperat-
ing teacherr—9.3 and 7.9—and for the student teacher— 6.7 and 6.6.
The preceding results indicate that possibly in a student teach-
ing situation the use of four styles is unnecessary. Not only were
the predominate styles found in Quadrants 2 and 3, but there was also
a limited range of styles utilized. Accompanied by the diminution
also in effectiveness scores over the semester, the data tend to
support the conclusion that cooperating teachers' style preference
became focussed on the two High Relationship styles.
C. : Is there a distribution of responses on the part of all
—4—-————
respondents on the Task Relevant Maturity form?
i. What styles are selected on the TRM?
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ii. What is the percent of agreed upon
styles on the TRM and final MBO/
Leadership contract?
In the process of developing an MBO/Leadership contract, each
student teacher, cooperating teacher, and supervisor completed a
Task Relevant Maturity form. Along with listing each objective, the
cooperating teacher and supervisor rated the student teacher on what
they perceived to be his/her ability, willingness, and prior experi-
ence to perform each contracted objective, while the student teacher
rated himself /herself on the same areas. The rating process by each
member of the triad resulted in identification of a leadership style
that, according to the situational leadership model, was appropriate
to assume for the particular objectives. Through discussion of the
reasons for selection of various styles, vne, or, if necessary, two
styles were contracted.
Table 4.4 indicates the number and percent of individual styles
chosen on the TRM by the cooperating teachers, student teachers, and
supervisors for the sixtv-one separate objectives.
According to the Life Cycle Theory, then, participants perceived
the student teachers as having low to average maturity on all the
contracted objectives. Members of the triads almost exclusively chose
Quadrant 2—High Task/High Relationship (89 choices)—and Quadrant 3—
High Relationship /Low Task (82 choices)—as appropriate styles.
This
uneven distribution of leadership styles on the part
of the respondents
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Table 4.4
Number and Percent of Individual Styles Chosen for Various
Objectives on Task Relevant Maturity Form by
Cooperating Teacher, Student Teacher and Supervisor
Quadrant/
Leadership Styles
Number (Percent) of Choices in Each Quadrant
Cooperating Teachers
(n=9)
Student Teachers
(n=9)
Supervisor
(n=l)
1 1 2 3
HT/LR (2) (3) (5)
2 28 26 35
HT/HR (46) (43) (56)
3 28 31 23
HR/LT (46) (50) (37)
4 4 2 2
LR/LT (6) (3) (3)
Note. Cooperating teachers, student teachers, and supervisor each
selected styles for 61 separate objectives.
clearly indicates the desire for High Relationships. The pattern
of participant responses is similar to that on the LEAD instrument
but stronger in the emphasis of Quadrants 2 and 3.
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In Table 4.5 is summarized the agreement among triad members on
various appropriate leadership styles for particular objectives. The
vast majority of dyads expressed more agreement than disagreement on
style, while all three persons agreed forty-four percent of the time.
These figures suggest that the TRM quickly identified areas of agree-
ment, so that time at the MBO leadership contracting session could be
devoted to reaching consensus in remaining areas.
The styles finally selected were principally the High Relation-
ship styles. However, for a number of objectives, more than one
style was contracted. For instance, if an objective included a
variety of activities, styles could be established appropriate to
each.
Two contracted initially for one style—coupled with five triads
who contracted for Styles 2 and 3 exclusively, with a combination of
etylec for thr** coparPte objectives. Only two triads contracted for
three styles—S2, 3 and 4. In only two instances out of the total
sixty-one objectives was Style 1—High Task/Low Relationship—
considered appropriate. In both o£ these cases, the TRK scores
had
indicated a low maturity and a lack of knowledge about
particular
subject matter. A style of High Task behavior on the part of
the
cooperating teacher was agreed to, with the supervisor
supplying a
Percent
Agreement
Between
Cooperating
Teacher,
Student
Teacher
and
Supervisor
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High Relationship style with the two student teachers. Such a divi-
sion of supervisory leadership, it should be noted, provides the
equivalent overall leadership of Style 2. Also, in all contracting
sessions, there existed an understanding that as the student teachers’
maturity (performance) improved, the cooperating teacher and super-
visor would begin to reduce their task behavior.
Ctjt Did the cooperating teacher and supervisor use the con-
tracted leadership style in working with the student teacher? At the
final interview, the preceding question was discussed by all members
of the triad. Two of the nine cooperating teachers believed they con-
sciously operated with the contracted styles and indicated changing
styles to meet the students’ particular needs. For instance, when
their student teachers worked in new subject matter, they did con-
sciously change their style to one that matched the students’ needs,
even though it was not always preferred by the cooperating teacher.
Seven cooperating teachers suggested that to varying degrees they
did not consciously follow a particular leadership style. All seven
said they operated from Styles 2 and 3 naturally—High Task/High
Relationship and High Relationship/Low Task—and that this proved
sufficient in working with their student teachers. One teacher com-
mented, "I initially worked with a High Task/High Relationship
style
and only consciously changed my style to fit the student
teacher's
objectives after our group meetings. I then identified what style
I
had to use, although in most cases I was using
it," Another
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cooperating teacher commented that only when the supervisor put
labels" on the style did she then consciously change her behavior.
Five of the teachers attributed the lack of range in their styles to
a good "match" with their student teacher. All seven, therefore,
seemed to perceive their style as appropriate for the student teacher,
although knowing about the various styles did raise their "conscious-
ness levels" and make them more aware of their behaviors.
The seven student teachers who worked with these cooperating
teachers were satisfied with the styles of their teacher and super-
visor but emphasized that the flexibility of the model was an advan-
tage. One commented, "Since I had two people working to help in com-
pleting my objectives, I could get a lot of support from my supervisor
and task direction from my teacher."
All nine student teachers indicated that their cooperating
teachers did not really "talk the jargon" to them but felt that their
knowing what was expected may have been helpful in leading to appro-
priate behavior.
The supervisor found it easier to attend to particular styles
which had been contracted since he was not always in the classroom.
Being able to "come and go" allowed him the privilege of adjusting
styles to meet the needs of various student teachers. The supervisor
perceived this as a time-saving method to his supervision because of
the pre-arranged leadership style. For example, when the supervisor
worked with a particular student teacher, he knew what his/her needs
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were, what leadership was needed from him and just what his/her
expectations were of him.
Although the majority of cooperating teachers perceived them-
selves as not consciously using the contracted leadership style, the
style they did use was apparently effective, as indicated in an
eighty-six percent completion rate of all objectives. Perhaps the
fact that in just contracting for the style, everyone was aware of
what needed to be done. The student teachers were, for the most part,
satisfied with their cooperating teachers' style and felt that they
were given more responsibility as they gained classroom experience.
The supervisor perceived a benefit to contracting leadership style in
the time which he saved in directly working with each student teacher.
C^: How effective was utilizing the Teacher Concerns Checklist
in the process of supervising student teachers?
i. When high self-concerns are considered,
is a High Relationship style agreed
upon more frequently than a Low Rela-
style?
ii. Is there a more varied distribution in
suggested and contracted leadership
styie*\tfc>r student teachers who are
more mature and who have lower self-
concerns?
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The Teacher Concerns Checklist (TCC) was administered to all the
student teachers at the beginning seminar (1.2) and was utilized in
the contracting session as an indicator of student teacher readiness
to assume responsibility for particular objectives and to guide the
choices of leadership style. The concern of the supervisor was that
if the TCC indicated a student teacher has high self—concerns
,
then
in contracting for leadership style a high relationship style must be
provided.
Results from the TCC identified three student teachers with rela-
tively high self-concerns. Of the twenty- two objectives that they
contracted, twenty-one leadership styles contracted called for high
relationship on the part of either the cooperating teacher or super-
visor. For the majority of these objectives, however, ratings on the
TRM suggested a low relationship style, and the TCC data were uti-
lized to "override" the TRM data.
It would also stand to reason that a student teacher who was per-
ceived as more mature on his/her TRM would have a more varied dis-
tribution of leadership styles. The data collected bears this out.
The only two student teachers who contracted for three styles of
leadership had high scores on the same scales of the TCC and the TRM
form, and were therefore two of the more mature student teachers of
the study. For the remaining students, the TCC verified what had
already been established through the use of the TRM form.
138
Discussion
The results gathered from the data instruments suggest a common
thread—all participants in all situations primarily focussed on two
leadership styles—Style 2 (High Task/High Relationship) and Style 3
(High Relationship/Low Task)
. Through pre- and post-test administra-
tion of the LEAD to cooperating teachers and student teachers, and a
comparison between the LEAD instrument scores for three groups
involved in the helping profession, in addition to all the styles
contracted by triad members on leadership contracts, the majority of
the participants indicated a preference to these two styles.
With the majority of leadership styles, both perceived and con-
tracted centering around Quadrants 2 and 3, it is possible the
t
Quadrants 1 and 4 are not necessary in student teaching situations.
Also, the LEAD instrument deliberately sets up Styles 1 and 4 for
right answers. In an educational setting, it is more difficult to
find situations where Styles 1 and 4 are appropriate. The Hersey and
Blanchard situational leadership model is applicable to student teach-
lnp
;
as the data indicate. However, modifications are necessary to
better adapt this theory into supervision in student teaching.
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The Judgment of the Participants Regarding the
Supervisory Process
Question D: Is the Process Practical and Effective in the Judgment
of the Participants—Student Teachers, Cooperating Teachers, the
Supervisor, and Administrative Personnel?
Given the information that the objectives were significant and
that eighty-six percent of these objectives were completed, the
preceding overarching question concerns itself with the participants'
perceptions of the feasibility and of the contracting/supervisory
process. Data were obtained through final interviews, student
teacher and cooperating teacher questionnaires, ratings on a super-
visor appraisal form, and the developer's log of events throughout the
process. Specific questions posed include: (1) D^: How much time
was required of each participant involved in the contracting/
supervisory process?; (2) D^ i Wh^b j_g the appraisal of the student
teachers, cooperating teachers, and an administrator regarding the
effectiveness of the contracting/supervisory process?; (3) D 3 :
Did
the contracting/supervisory process allow for more contact and posi-
tive feeling between the cooperating teacher, student teacher, and
supervisor, than recorded in the program last year when the process
was not used?; and (4) D4 :
Is there any evidence in the semester
following the study that the participants, their colleagues,
or the
APEP program wished to continue or adopt the
contracting/supervisory
process?
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H
°y much t ime wa s required of each participant Involved In
this contract ing/ supervisory process? Table 4.6 indicates the time
allocated for each supervisory event in which various participants
were involved. In the table, the "Flow Chart Number" is referenced
to Figure 3.1 in which "Event" in the MBO/Leadership approach i s
diagramed. The "Participants" in each event are then identified.
Time Spent refers to the time spent directly by a participant in an
event. For example, in event 1.2, the time spent by all the student
teachers and the supervisor was three hours. "Time (Allowed)" refers
to the time period allowed participants to complete an event. For
example, in event 3.0, the individual student or cooperating teacher
worked alone on setting objectives and was allowed four days in which
to formulate this list. "Timeline" refers to the particular week or
weeks in which each event occurred.
Although Table 4.6 supplies a detailed account of time spent or
allowed participants in this contracting/supervisory process, the addi-
tional organizational time required by the supervisor is not listed.
The time lodged by the supervisor in organizing, planning, and imple-
menting the MBO/Leadership approach during the first six weeks was
thirty hours. With the establishment of the MBO/Leadership contract,
twenty hours per week was sufficient time for the superviuor to
accomplish the contracted tasks for the remaining ten weeks. There-
fore, a total of approximately three hundred and eighty semester hours
was spent in direct and indirect supervision of nine student teachers,
Table A.
6
Time Allocated to Various Events in Contracting Process
Using KBO/Leadership Approach
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Flow Chart No. Event
Who Parti cipat esa
Tire Spent
(Allowed)
ST CT S for Event
1.1 Individual Meetings
(Orientation)
X X (3 days) Week 1
1.2 Seminar
(Orientation)
Xall X 3 hours Week 1
2.0 Large Croup Meeting
(Brainstorm Objectives)
Xall Xall X 1 hour Week 2
3.0 Individual Alone
(Set Objectives)
X (4 days) Week 2
3.0 Individual Alone
(Set Objectives)
X (A days) Week 2
A.O to 7.0 Triad Meeting
(Complete MBO Contract)
X X X 2 hours Week 3
or A
8.0 Large Group Meeting
(Leadership Workshop)
Xall Xall X 2 hours Week 4
9.0 Individual Alone
(Develop TRM)
X (A days) Week A
or 5
9.0 Individual Alone
(Develop TRM)
X (A days) Week A
or 5
9.0 Individual Alone
(Develop TRM)
X (A days) Week 4
or 5
10.0 to 12.0 Triad Meeting
(Establish MBO/
Leadership Contract)
X X X 2 1/2 hours Week 6
or 7
13.0 Implementing Contract*5
(Planning, Teaching,
Observing, Critiqu-
ing)
X X X (A to 5
weeks)
Weeks 6
to 10,
11, or
12
i4.o to ie.c Triad Meeting
(Assessment of
Progress)
X * X 1 1/2 hours Wcci. 10,
11
,
or
12
13.0, 17.0 Implementing Contract*
5 X X X (A to 5
weeks)
Weeks
10, 11,
or 12
to Week
16
18.0 to 20.0 Triad Meeting
(Review Performance)
X X X 1 1/2 hours Week 16
aAn "X" denotes that participation was on an individual basis for each person in^ the
category. Joint participation of all members of the category is indicated with Xal.l .
°An "X" denotes in this event that dyad meetings were held between Supervisor
and Student
Teacher, Supervisor and Cooperating Teacher, and Student Teacher and
Cooperating Teacher, as
well as all three together.
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for an average time of forty-two hours for each student teacher. It
should be noted that the proximity of the University to the public
school wher e the student teachers worked did not make travel time a
factor, and it was, therefore, insignificant to the study.
Through the Student Teacher and Cooperating Teacher Question-
naires, additional information was gathered about the distribution of
the supervisor’s time among various roles. In the specific question,
each student teacher and each cooperating teacher was asked to iden-
tify three out of nine aspects of direct supervision on which they
perceived the supervisor directly spending the most time. Percep-
tions of the two groups were quite different, as Table 4.7 indicates.
Perhaps the cooperating teachers indicated "Coordinating," "Observing/
Critiquing," and to a less extent "Interpersonal Facilitating," as
the areas vlere the supervisor spent most of the time, because these
are aspects of the supervisor’s role which they could observe. Most
student teachers, on the other hand, perceived the supervisor providing
time with "Socio-Emotional Support," "Observing/Critiquing" and to a
lesser degree "Personal Counseling." The greater variability among
student responses suggest perhaps that particular time spent with
various student teachers was adapted to meet individual needs. Also
noteworthy is the fact that none of the participants in either group
perceived the supervisor spending a major amount of time functioning
as a "Resource Broker," and there was only one person in
either group
who saw the supervisor committing time to Job Counseling.
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Table 4.7
Percentage of Cooperating Teachers and Student Teachers
Indicating Major Allotment of Time by
Supervisor to Various Functions
Supervisor
Roles
% of
Cooperating Teachers
(n = 9)
% of
Student Teachers
(n = 9)
Coordinating 91 33
Observing/ Critiquing 91 56
Interpersonal Facilitating 56 33
Socio-Emotional Support 11 91
Resource Broker — —
Personal Counseling — 44
Prof essional/ Job Counseling — 11
Promoting School /Community
Pvdaticr.a 33
—
Consulting — 11
Note. Each participant was requested to select the three
direct
supervisory functions in which the supervisor spent the
most time. Per-
centages do not add up to 300% because several
participants did not
check three items.
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At the outset of the study, four conceptual bases were stated
for the study: (1) Management by Objectives; (2) Supervision in a
triadic relationship; (3) Research on student teacher concerns; and
(4) A Model for situational leadership developed by Paul Hersey and
Kenneth Blanchard. The responses to the survey suggested that indeed
the developer implemented his interest to incorporate the Cogan/
Goldhammer model of clinical supervision into the process, address
the socio-emotional needs of the student teachers through Fuller's
concerns checklist, identify and act upon common problems in a triadic
relationship, and coordinate the efforts of all the participants
through a management and leadership approach to supervision. On the
other hand, other traditional roles of a supervisor, such a "Resource
Broker," were not represented in participant perceptions of the way
the supervisor allocated his time.
D^ : What is the appraisal of the student teachers, cooperating
teachers, and administration regarding the effectiveness of the
contracting/supervisory process? Data from each of the three groups
were elicited from interviews regarding the overall effectiveness of
the process as well as on the effectiveness of the supervisor in fill-
ing various roles.
The majority of teachers' comments regarding the contracting/
supervisory process was positive. All nine of the cooperating
teachers responded that the process's most important function was to
allow for open communication between all participants. Four of the
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nine cooperating teachers stated that the process helped them to stay
focussed on the specific needs of their student teachers, while six
of the nine teachers felt the contracting process useful in delineat-
ing responsibilities between the supervisor, student teacher and
themselves. One teacher suggested that the contract was helpful to
her in reminding the student teacher of her commitments, while still
another teacher saw the "beauty" of the process in its situational
approach to each objective. A cooperating teacher summarized her
opinions of the process saying, "In my five years of working with
student teachers, this was the best form of supervision used with a
student teacher with whom I have been involved." One of the nine
cooperating teachers, however, reserved final judgment on the total
process until she had the opportunity to work with another student
teacher. Still another teacher felt that the contract placed too much
pressure on her to make the student teacher complete each task.
The nine student teachers agreed that the process was effective
in guiding them towards completion of their objectives. They felt
that the time lanse between setting objectives and contracting for
leadership styles allowed them the opportunity to become familiar
with their new roles in the classroom. Seven of the nine student
teachers indicated an advartage in knowing the style of leadership
contracted by their cooperating teacher and supervisor. They felt it
gave them better insights into their leaders’ behavior while working
with them on particular objectives. The remaining two student
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teachers were already familiar with their cooperating teachers' style,
as they had worked together prior to the intern stage.
The assistant principal, who has major responsibility to coordi-
nate student teacher programs in the school, felt that the process
allowed him more time to concentrate on other aspects of his job,
such as program planning and teacher evaluation. He perceived the
process as helpful in identifying specific needs of student teachers
and in concentrating the efforts of all participants on particular
objectives.
Through a Student Teacher and Cooperating Teacher Questionnaire,
each participant was asked to rate on a 5—point scale the supervisor’s
effectiveness in nine traditional supervisory roles. Table 4.8 dis-
plays the modal ratings of the two groups on each question. The stu-
dent teachcis tended to perceive the supervisor's effectiveness as
high in most categories. The cooperating teachers perceived the
supervisor’s effectiveness as high in coordinating activities and
ranked as fairly high roles of "Facilitating, Supporting and Promoting
School/Community Relationships." These activities had also been per-
ceived by teachers as ones to which the supervisor allocated a major
portion of his time. No complaints were forthcoming from either group
regarding a lack of effort or effectiveness cn the part of the super-
visor regarding any function.
D
2
: Did the contracting/supervisory process allow for more con-
tact and positive feeling between the cooperating teacher, student
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Table 4.8
Modal Ratings on a 5-Point Scale by Cooperating Teachers
and Student Teachers Regarding Effectiveness of
Supervisor Roles
Supervisor
Roles
Cooperating Teacher
(n = 9)
Student Teacher
(n = 9)
Coordinating 5 5
Observing/Critiquing 3, 4 5
Interpersonal Facilitating 4 5
Socio-Emotional Support 4 5
Resource Broker 3 4
Personal Counseling 3 5
Prof essional/ Job Counseling 3 3, 5
Promoting School /Community
Relations 4 5
Consulting 2.5 5
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teacher
,
and supervisor than recorded in the program last year when
the process was not used? The data gathered to answer this question
were obtained from a Supervisor Appraisal Form developed by the APEP
program and initially administered to all cooperating teachers and
their student teachers during the preceding spring semester. The
student and cooperating teachers, working with a variety of super-
visors, were asked to appraise the performance of the supervisor who
had been working with them that semester. The same Supervisor
Appraisal Form was administered again at the close of the fall semes-
ter to some of the same, as well as other, cooperating teachers and a
different group of student teachers. The eighteen student and coop-
erating teachers contributing data in the fall had all participated
in the MBO/Leadership approach to supervision.
The appraisal form used by the program was not developed to make
actual quantification of the responses possible. However, the
existence of the slash in the center of each continuum makes it possi-
ble to categorize each response as strong, neutral or weak. In
AnppnrHx T.
;
responses tr the Supervisor Appraisal Form for hoi-b spn'no
and fall semesters are tallied in the positions marked by student and
cooperating teachers. In Table 4.9, these data are summarized in
dichotomous form for each supervisory characteristic.
There is a considerable difference in the responses of the spring
and fall groups to this appraisal form. In the fall
semester, all but
one cooperating teacher rated the supervisor’s
performance as strong
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Table 4.9
Percent of Categorical Responses by Cooperating Teachers
and Student Teachers to Supervisor Appraisal Form in
Spring and Fall Semesters
Spring
Semester
Fall
Supervisor CT ST CT ST
Characteristics Category (n=13) (n=6) (n=9) (n=9)
Provide Feed- Strong 23 67 100 100
back Neutral/
Weak 77 33 — —
Support/ Strong 31 67 100 100
Problem Neutral/
Weak 69 33 — — ““
Marshalling Strong 31 67 87 100
Resources Neutral/
Weak 69 33 13 ”
Student Strong 38 67 100 100
Teaching/
Educational
Scene
Neutral/
Weak 62 33 — —
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on each supervisory characteristic. In the spring semester, approxi-
mately two-thirds of the student teachers rated their supervisors as
strong, wh.i.le the majority of the cooperating teachers rated their
supervisors as neutral or weak in providing these supervisory
services
.
Although many variables must be accounted for in interpreting
data such as these, including the personalities of each supervisor
and the sample of individuals responding to the two forms, the data,
when used in conjunction with other data, provided additional support
for the MBO/Leadership approach in the supervision of student teachers.
: Is there any evidence in the semester following the study
that the participants, their colleagues, or the APEP program wished
to continue or adopt the contracting/supervisory process? Data to
answer this question came from two sources—final interviews of all
participants and the supervisor's log reporting teacher, administra-
tion or program- initiated contacts.
All of the nine cooperating teachers who took part in the study
said they would continue to use this process of supervision in the
following semester if they were assigned a student teacher. The nine
also commented that even if assigned to another school they would try
to continue with the contracting process. Seven of the nine cooperat-
ing teachers stated, though, that they would need assistance and sup-
port from a supervisor. One of the seven remarked, "I will
continue
because it blends naturally with my own style and itwith this process
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is an added benefit to have in working with a student teacher."
Of the nine student teachers, the six who were graduating that
semester indicated their intention of utilizing the process with
future pupils in the classroom through initially analyzing the child's
social, emotional, or academic needs and then developing individual
contracts with appropriate styles of leadership for each child. Four
of the six also expressed a desire to "indoctrinate" their future
administrators in this contracting/supervisory process as a way to
assist them in the classroom.
The supervisor was also approached at the close of the semester
by two classroom teachers who had not worked with the contracting/
supervisory process but who had heard about the approach and wanted to
utilize it with student teachers the following semester.
In addition, the administration in the public school, where this
contracting/supervisory approach was utilized, had, in previous
years, operated under an MBO contracting system with all its personnel.
The. process of contracting leadership styles, patterned after the
supervisory model, was adopted by them in late November, as the present
study neared completion. The contracting/supervisory process was also
described in an updated APEP Handbook as a suggested model for future
supervisors in the program to follow.
Discussion
The data gathered from several sources has indicated acceptance
of this contracting/supervisory approach. Although the supervisor's
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total time during the semester averaged forty-two hours per student,
this amount of time is not excessive in terms of an expanded clinical
supervision model. Some of the organizational time required of the
supervisor during the first six weeks, as well as the time spent in
initial training activities, would likely decrease during following
semesters as cooperating teachers developed skills and adjustments
were made in meeting attendance. There were no complaints by the
cooperating teachers or student teachers as to the time required of
them in the contracting/supervisory process. A concern was expressed,
however, about the excessive number of forms which had to be completed
and kept track of.
The student and cooperating teachers perceived the allocation of
time by the supervisor to various roles quite differently. The coop-
erating teachers perceived the supervisor as having a quite visable
role in the classroom, while the student teachers who varied more in
their perceptions suggested that time was devoted to meeting their
individual needs.
All the student teachers and most cooperating teachers saw the
process as effective. Both groups rated the supervisor’s effective-
ness as fairly high to high in most categories, and no complaints about
the supervisor's effort or effectiveness were registered regarding any
function.
Also, in all but one case, the participants rated the supervisor's
j
performance as strong during the fall semester. Compared with ratings
I
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of other supervisors given by cooperating teachers and student
teachers in the spring semester, those gathered during the semester
in which the present study was conducted are higher.
When asked whether they would continue with this process in the
future, the majority of participants responded positively. In com-
bining all data that have been accumulated, there exists strong sup-
port for the MBO/Leadership approach on the supervision of student
teachers
.
This chapter has reported and discussed the findings of the
study. It was divided into four sections, addressing four overarch-
ing questions. Specific sub-questions were stated and answered.
Each section concluded with a discussion of the data applying to each
overarching question.
Chapter V will provide conclusions and recommendations for fur-
ther studies.
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CHAPTER V
CONCLUSIONS AND RECOMMENDATIONS
Conclusions
The primary purpose of the present study was to develop and test
a scheme for supervision in the triad involving the student teacher,
cooperating teacher, and supervisor, integrating four conceptual
bases: (1) management by objectives; (2) supervision in a triadic
relationship; (3) research on student teacher concerns; and (4) Life
Cycle Theory, a model for situational leadership developed by Paul
Hersey and Kenneth Blanchard. A secondary purpose was to examine the
fit of the situational leadership model to the requirements of the
student teaching situation. The multi-faceted approach to supervision
developed and tested in the present study emphasized triad interaction
in the planning phase.
The four-phase process of supervision was formulated from an
analysis of relevant literature. The innovation did incorporate the
study's conceptual bases into the planning, implementing, and apprais-
ing phases of the model. The Planning Phases (How and What) blended
an MBO and situational leadership approach, relying on prior training
of cooperating teachers and student teachers in the former process
and providing new training for the two groups in the latter technique.
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Student teacher concerns were also identified and dealt with in these
two phases. Clinical supervision techniques were utilized during the
implementation phase.
The evaluation and general impression of all participants indi-
cated that this contracting/supervisory process did, indeed, work.
Synthesis of the data reported in Chapter IV indicates that the
process worked satisfactorily, with few changes recommended
;
that the
outcomes reacned by members of the triad were both significant and
similar to the goals which had been set; and finally, in the judgment
of participants and others
,
the supervisory process was useful and
satisfactory
,
and an improvement over supervision of student teachers
in the school prior to the semester in which the present study was con-
ducted.
The key findings of the study, each n-' which will be elaborated
on, relate to the importance of planning in the supervisory process,
the essential nature of good communication between the cooperating
teacher and college supervisor, the success of the idea of training
1 -f .. - J 4- A- J ,1Lcacuc-L o xu o1l.uu«.xuuux i Ccivi cii* slijLp techniques
,
s».id the limiteu range
of leadership styles apparently needed in a student teaching environ-
ment .
The literature suggested that planning was a key aspect of the
student teaching supervisory process. The logic of the reasoning for
allocating a large portion of time to planning is emphasized by
Hacker (1971), who recommends that planning rather than evaluation
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strategies be emphasized. He suggests that by so doing, participants
tend to experiment with more meaningful and significant objectives.
The study’s data verify this fact.
Literature related to problems inherent in teacher education pro-
grams also indicated that college/school communication, particularly
at the cooperating teacher/ student level, needed careful attention. A
main strategy utilized in this model was to spend a substantial amount
of time in triad interaction at various scheduled meetings. This
strategy was employed with the assumption that if good communications
and trust among members could be established, if status and recogni-
tion could be provided for each person, and if all needs could be
served as a three member group, then success would follow during the
implementation phase when dyad interaction predominated. The data
collected suggest that the careful analysis of student competencies
and needs in the planning phases that occurred during the first six
weeks of the term helped ensure the student teachers' growth and
development and realization of their objectives. Because of the time
sper.t in the planning phases, appraisal during the remainder of the
semester became almost perfunctory, and was utilized primarily as an
input to further planning.
Another successful feature of the study was in the area of
training
.
One problem that initially confronted the author was the
cooperating teachers' lack of prior supervisory training in any
technique other than management by objectives. Their ability to
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perform the particular role required by the situational leadership
technique called for staff development activities. Also, although
the sample of cooperating teachers was operating within a school with
a performance objectives program, and was also periodically develop-
ing MBO contracts with the administration, they were inexperienced
in developing appropriate objectives for student teachers. The
significance of Phase II of the process was the choice of training
teachers in situational leadership techniques, rather than providing
training in other supervisory techniques. The situational leadership
model gave them a chance to think of how their behavior was appropriate
or inappropriate in relation to their student teachers. The self-
focussing effect of the Hersey and Blanchard technique perhaps makes
a person introspective and thus more humanistic and less mechanical
in their application of the supervisory techniques.
The striking fact regarding the leadership data is the seeming
inappropriateness of both styles calling for low relationships, a find-
ing similar to that of Blumberg (1974), whose four-fold categorization
of styles is not unlike that of the Life Cycle Theory (Hersey anH
Blanchard, 1972). Although the leadership model in use provided four
styles for cooperating teachers and supervisor to choose and implement
in supervision of the student teacher, only two styles were used
with
much frequency, In striving to develop a productive helping
relation-
ship between the cooperating teacher, supervisor, and
student teacher,
of both leaders in working with the student teacherthe inclination
was not to use a low relationship style, nor did the student teachers
request that such styles be used. Blumberg (1974) also reported that
perceived productivity was greater for supervisory styles that pro-
vided communicative supportiveness and an empathetic relationship.
This need for a style of consistent high relationships is perhaps
an occupational trait of teachers and/or supervisors working in what is
perceived as a helping profession. Studies utilizing Life Cycle Theory
in other helping relationship areas (Inderlied, 1975; Johnson, 1976)
likewise showed overwhelming choice and use of high relationship
styles. In contracting sessions, the concerns raised by members were
towards the degrees of "taskiness," not "relationships," needed to
accomplish the objectives. Perhaps the assumption should be made that
in a learning situation, as is the student teaching semester, low
relationship styles are not appropriate; focus in supervision of
student teaching should be on utilization of the two task styles, with
high relationships considered a "given."
Recommendations for Future Studies
The present study was conducted in the context of one teacher
education program and in one elementary school setting. Future
studies
must be conducted using a wider sampling of students,
teachers, super-
visors and teacher education programs. Such studies
should be con-
somewhat revised supervisory process. Specificducted using a
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recommendations gathered from participants suggest the following
changes
:
1. The Objective-Setting Conference form should be
eliminated from the contracting process. It did
not particularly benefit the supervisor in clari-
fying the objectives and only added to the number
of forms already used in the contracting process.
The combining of the MBO Focussing form and the
MBO/Leadership Contract would also save time.
2. The Teacher Concerns Checklist should become an
optional feature of the model, depending upon the
availability of time and the perceived need for
its incorporation into the process. If a decision
were made to use the checklist, it could be
better utilized in the supervisory process through
administration of the form to both student and
cooperating teachers at the beginning and middle
of the semester. The supervisor would then
receive a clearer picture of the concerns of
each triad member and then better adjust his/her
style and subsequent seminars and meetings to
meet their needs. In-service workshops could
also be established to assist the cooperating
1
teachers. It is also important that perceived
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concerns be shared and discussed among the
triad members.
3. Additional time should be spent in training
cooperating teachers and supervisors in
clinical supervision techniques. If all triad
members are familiar with this method, clinical
supervision could become a "three-way venture."
The MBO/Leadership Contract could be used as
a format for all pre-observation and strategy
planning sessions by the cooperating teacher,
student teacher and supervisor. Following
observation of the student teacher in the
classroom, the triad would convene for a post-
conference with renewed planning.
4. Optional attendance could be allowed for the
leadership workshop. However, an appropriate
booklet should be developed outlining leadership
theory and its use in the contracting process
with special attention being given to the use of
the TRM form.
5. If the LEAD instrument is to be used in future
teacher education studies, it must be rewritten
to better describe supervisory relationships
among individuals in educational settings.
161
In addition to these recommendations for future development and
field testing of the supervisory process for student teaching, it
would also be interesting to discover whether administrators in
various educational settings will be able to utilize these contract-
ing techniques, as cooperating teachers did in the classroom, for
example, with a board of education, or with an administrative team of
assistants. Interesting, too, would be the possible use of this
contracting technique by cooperating teachers with their children and
parents.
Continued research should also be directed towards the usefulness
of the Hersey and Blanchard model as a leadership technique in the
context of helping relationships in the educational field. Such
research might determine whether variation on the relationship dimen-
sion has more utility in other supervisory situations than it did in
the student teaching triad. In addition, the possibility of other
situational leadership models working equally as well needs to be
explored
.
The present study was an exploratory, first stage, field test,
successfully utilizing situational leadership in a supervisory process.
Future research to discern why this process was effective and whether
the success can be attributed to the MBO/Leadership model itself, or
to particular components of the model, is needed.
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TEACHER CONCERNS CHECKLIST
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DIRECTIONS: This checklist is designed to explore what teachers are concerned about at
different points in their careers. There are, of course, no right or wrong answers; each
person has his or her own concerns.
Sometimes people are tempted to answer questions like these in terms of what they
think they should be concerned about or expect to be concerned about in the future. This
is not what is wanted here. We would like to know only what you are actually concerned
about NOW.
On the following pages you will find statements about some concerns you might have
now. Read each statement. Then ask yourself: WHEN I THINK ABOUT TEACHING AM
I CONCERNED ABOUT THIS?
If you are not concerned about that now, or the statement does not apply, write the num-
ber "I” in the box.
If you are a little concerned
,
write the number "2” in the box.
If you are moderately concerned, write the number “2” in the box.
If you are very concerned, write the number “4” in the box.
And if you are totally preoccupied with the concern, write the number “5” in the box.
Be sure to answer every item. Begin by completing the following:
1. Name Male Female Age
2. Circle the one that best describes your teaching experience:
1. No education courses and no formal 4. Presently student reaching
classroom observation or teaching
experience
2. Education courses but no formal ob- 5. Completed student teaching
servation or teaching experience.
3. Education courses and observation
experience but no teaching 6. Presently an inservice teacher
3. If you are a student: Freshman Sophomore Junior Senior
Graduate
4. The grade level you plan to teach (if student) or are now teaching (if inservice'*
Preschool Elementary Junior High Senior High_
College Other :— —
5. If currently teaching: Average number of students you teach per
class: _
copyright 1974 by F. F. Fuller and G. D. Borich
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For each statement below, decide which of the following answers best applies to you
now. Place the number of the answer in the box at tne left of the statement. Please be
as accurate as you can.
ns Not concerned 0 A little concerned El Moderately concerned
£3 Very concerned Totally preoccupied
| |
1. Selecting and teaching con-
tent well
[~] 14. Being in constant demand by
students
/
[~~| 2. Whether the students really
like me or not
| |
15. Doing well when a supervisor
is present
| |
3. Increasing students’ feelings
of accomplishment
| j
16. Meeting the needs ot differ-
ent kinds of students
4. Lack of freedom to initiate
innovative instructional pro-
grams
p~] 17. Insufficient time to think
|~| 18. Being fair and impartial
[ |
5. The nature and quality of in-
structional materials | |
19. Getting a favorable evalua-
tion of my teaching
[
—[
6. Too many students in each
class | j 20. Diagnosing student learning
problems
7. Motivating students to study
21. Lack of opportunity for pro-
8. Lack of instructional
materials
fessional growth
9. Rapid rate of curriculum and
instructional change
Q 22. Too many noninsiructional
duties
|~| iu. Feeling under pressure too
much of the time
I—I 23. Insuring t h ?t students g r ?
c o
subject matter fundamentals
pi 11. Maintaining the appropriate
degree of class control
q 24. Working with too many stu-
dents each day
1
—I 12. Frustrated by the routine andU
inflexibility of the situation
pi 25. Challenging
unmotivated stu-
dents
p] 13. The wide
range of student
achievement
pi 26. Adapting myself to the needs
of different students
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27. Ineffective faculty meetings
28. Whether students can apply
what they learn
29. Students who disrupt class
30. Inadequate fringe benefits
for teachers
31. Student health and nutrition
problems that affect learning
32. Insufficient class time for
rest and class preparation
[ [
33. The psychological climate of
the school
| |
34. Clarifying the limits of my
authority and responsibility
35. Inadequate assistance from
specialized teachers
36. Lack of public support for
schools
37. Chronic absence and drop-
ping out of students
38. Feeling more adequate as a
teacher
[~j 39. Guiding students toward
intellectual and emotional
growth
| |
40. Too many standards and
regulations set for teachers
Q 41. Being accepted and respect-
ed by professional persons
| |
42. Adequately presenting ail of
the required material
| )
43. Slow progress of certain
students
| [
44. Insufficient clerical help for
teachers
Qj 45. Helping students to value
learning
46. Whether each student is get-
ting whai he needs
47. Inadequate teacher salaries
48. Increasing my proficiency in
content
g 49. Recognizing the social and
emotional needs of students
rn 50. The wide diversity of student
ethnic and socioercrcmic
backgrounds
Please use
in general,
. back of this page for any comments. These may be
about the questionnaire
out specific items or about any additional
concerns you may have.
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COOPERATING TEACHERS: ROLE AND EXPECTATIONS
SUPERVISORS: ROLES /FUNCTIONS
TECHNICAL SKILLS OF TEACHING
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AMHERST/PELHAM ELEMENTARY PROGRAM (APEP)
(HANDBOOK, 1975)
Cooperating Teachers: Role and Expectations
(Spring, 1975 )
The relationship between cooperating teacher and student teacher
has got to be the most influential in any teacher education program.
Not only does research support the powerful impact of modeling behav-
ior; but, in APEP the more sustaining, often two-semester, inter-
actions between the two groups undoubtedly enhance the influence of
the one upon the other.
As APEP structures have been developed since the Fall of 1972, as
the relationship between Amherst Schools and School of Education folks
has matured, a fair degree of clarity in role concept and expectation
has emerged, at least on paper. Increasingly, these ideas are taking
or. operation significance as Inservice Teachers and University Super-
visors continue to refine and implement them. The following paragraphs
set forth "Expectations for Cooperating Teachers" in draft form. We
invite full discussion within the APEP community at this stage of our
conceptuali ?,ation to the end that increasingly effective service may
be rendered our University students and our Amherst youngsters.
1. Feedback . Through observation of teaching per-
formance, preceded and followed by discussion,
cooperating teachers participate in the essential
supervisory process with their student teachers.
The provision of non-judgmental feedback to full-
time students as well as Pre-ones and Fre-iwos
begins within the context of the "Technical Skills
of Teaching" which is the starting point of the
APEP system. Such supervision takes place both
formally at scheduled and planned times, and
informally "around the edges" of normal classroom
interactions. Feedback expectations of cooperac-
ing teachers and program supervisors must be
coordinated as to timing and approach.
2. Technical Expertise . The role of providing
technical or substantive assistance to students
'
:
involves cooperating teachers’ supplying help in
operationalizing knowledge and skills which stu-
dents have learned but not applied, and providing
learning opportunities which students may not yet
have experienced. Thus, the range of such help
may extend from assisting students in formulating
lesson plans for particular groups using a plan-
ning format they have already learned, to provid-
ing initial instruction in leading a discussion,
if such skill has not yet been acquired. Coop-
erating teachers may also serve as "brokers" of
expertise, helping students find resources out-
side a particular quad or classroom as needs are
identified, often consulting with supervisors in
the process.
Interpersonal Facilitation, Socio-Emotional
Support . As the professional advisor and mentor
who spends the most time in the same room with
students during their three semesters of APEP
prescribed activity, cooperating teachers have a
crucial responsibility for taking account of stu-
dents as "whole persons" in addition to profes-
sional neophytes. This role embraces work with
students in enhancing interpersonal effectiveness
within the teaching team and responding to stu-
dent needs for personal, socio-eirotional support,
among other things.
Professional Induction . Intertwining and over-
lapping with the above, cooperating teachers are
in a unique position to take conscious and sys-
tematic note of the professional role they model
for their students. The development and mainte-
nance of "Professional" behavior and standards
takes place within students in response to example
as well as prescription and, in the long run, may
be the most significant learning students can
derive from their cooperating teachers.
Inservice Growth . Working with preservice teachers
is a potentially "growth-producing enterprise. To
the extent that this becomes an explicit objective
of cooperating teachers, the full range of program
resources can enhance the effectiveness of all APEP
participants. The Inservice Teacher component of
the program and the fact that cooperating teachers
175
volunteer to work with students should facili-
tate achieving this expectation.
One example of the way in which collaboration is being fostered
within APEP procedure may be seen in the preparation we ask cooperat-
ing teachers and prospective student teacners to undertake before stu-
dent teaching assignments are confirmed. At the same time that stu-
dents present their cumulative files to teachers during the interview
process, teachers should be prepared to share:
1. A statement conveying the general philosophy
and approach to teaching and learning pursued
by the teacher and by those in the quad/class-
room generally.
2. A weekly schedule of classroom activities with
an indication of how student behavior is
managed/monitored and how the student teacher
fits into the classroom social system.
3. An introduction to the learning materials and
experiences generally used, the nature of the
planning and evaluation procedures generally
used, and the student teacher’s role in these.
4. Specific expectations of the student teacher:
initially upon entering the quad/classroom and
later; regular or repeated, plus occasional,
assignments; regular and occasional opportuni-
ties for cooperating teacher /student teacher
interchange for planning, feedback on perfor-
mance, etc.
5. Particular opportunities available to the stu-
dent teacher and/or encouraged by the cooperat-
ing teacher; e.g.
,
working with school spe-
cialists, visiting other quads/classrooms and/or
schools, participating with parents, sharing
professional readings together.
List of Expectations of Teachers With Student Teachers :
1. Evaluate the strengths and weaknesses of the
intern before assigning tasks.
2. Assure successful experiences by starting with
small tasks and gradually leading to complete
responsibility
.
3. Start responsibility with one child, then to
small group and eventually to large groups.
Include all subject areas.
4. Supervision: normally the intern should not
be left alone with youngsters for the first
month or two until group control is acquired.
• Critiquing, regular specific feedback cannot
be done adequately if you are also teaching
a group at the same time.
6. Provide time for informal discussions so that
closeness oi trust level emerges.
7. Encourage open communication—most interns
will not express their true feelings until
they are certain you want to listen and
understand
.
8. Contact the intern’s supervisor if unresolved
difficulties arise.
9. Regularly communicate with your building
administrators on the progress of the intern.
10. Facilitate the intern emerging as a "teacher
peer" on the team.
11. As the intern takes more responsibility, pro-
vide opportunity for planning and "breathing"
time;
12. Provide opportunities to visit other quads,
specialists, IPC
,
IMC
,
etc.
13. Help interns fill in gaps in their college
training—an understanding of diagnosing
student needs, lesson planning, evaluating,
use of behavioral objectives, means of
individualizing instruction, etc.
14. Encourage and provide opportunity to attend
some' district meetings.
15. Recommend professional readings.
16. Be very explicit about your personal expecta-
tions .
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17
. Interns should arrive no later than 8:15 a.m.
or leave earlier than 3:30 p.m. However, you
may have them come earlier and stay later,
depending on your personal work schedule.
Be constantly aware of the children’s needs as your first pri-
ority. While interns may take on a wide range of tasks, the ultimate
responsibility rests with you
.
Supervisors: Roles/Functions
(Spring, 1975 )
Except for the relationships between cooperating teacher and full-
time student, those between supervisors and all APEF preservice teach-
ers are generally most significant for success in the undergraduate
teacher preparation process. As conceived and implemented in Amherst,
the supervisory role or function is essentially five-fold.
1. Feedback . Through observation of teaching per-
formance, preceded and followed by discussion,
supervisors provide crucial, non-judgmental feed-
back to student teachers and pre-ones and twos, on
the basis of which these preservice learners can
build skill and mesh theory and practice. Feed-
back is frequently part of the agenda during the
weekly seminars supervisors conduct with the stu-
dent teachers for whom they have direct responsi-
bility. As the supervisors’ "job description"
indicates, supervisory contact in a teaching area
is expected forty to sixty minutes per week for
full-time teachers; bi-weekly visits in classrooms
are expected for pre-ones and twos.
2. Technical Expertise . Supervisors have abundant
opportunities to share technical or substantive
expertise with APEP students and staff members.
They are asked to acquire functional mastery of a
basic framework within which their work with stu-
dents takes place—a combination of the feedback
system referred to above and a set of "technical
skills of teaching" (list appended). In addi-
tion, each supervisor is encouraged to develop/
refine skills and content which he/she is concerned
about and can share with others, formally and
informally.
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3. Resource Broker
. As needs arise and are
expressed by individual students, seminar
groups, and/or cooperating teachers, super-
visors play a key role in helping to locate
resources to satisfy. This may involve refer-
ral to appropriate readings, identification of
School of Education or Amherst Schools per-
sonnel who can help, or sharing the need with
APEP staff members to check out its pervasive-
ness and to marshall cooperative resources.
4. Interpersonal Facilitator
. As a member of the
basic teacher preparation team of student
teacher, cooperating teacher, and supervisor,
supervisors carry particular responsibilities
for facilitating constructive working relation-
ships among all parties. As for all these
functions, this one must be adapted to the
requirements of each situation, including the
particular interpersonal style of the super-
visor, the needs of cooperating teachers and
students, etc. Particularly important for the
supervisor is arranging meetings with the other
two members of the team and serving as a communi-
cations link among all interacting personnel,
School of Education and Amherst Schools staff
members
.
5. Socio-Emotional Support . The particular rela-
tionship between supervisor and student teacher
as it develops in classroom and seminar must be
open and supportive, providing "hoists over the
humps" during the sometimes-challenging stages
of professional growth. Of course, cooperating
teachers and program advisors share in this func-
tion, but the particular feedback responsibili-
ties and seminar contacts with students expected
of supervisors render them especially important
providers of support.
Procedures
The supervisors’ "job description" provides a bare-bones overview
of the time demands on these twenty-hour s-per-week graduate
assistants
an hour or so per week per full-time student teacher, bi-weekly
con-
tacts with pre-ones and twos, two to three hours per week
of seminar
activity divided between "support group" and substantive
agendas, on
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call" status with TEC for presentation of methods modules and the like,
and supervisor staff meetings, registration advising, and special event
participation (program development, combatting racism/sexism workshops,
etc.). Several of these expectations cited above appear to warrant
elaboration.
1. The "Supervisory Process ." The basic approach to
supervision in its observation and discussion
phases includes pre-observation conferencing,
observation and post-observation discussion of
feedback in relation to performance goals. This
clinical supervision procedure is organized
around a set of "technical skills of teaching,"
the first six of which are establishing set,
securing and maintaining attending behavior, pro-
viding feedback, achieving closure, using rein-
forcement, controlling participation. It must
be emphasized that this process is a common start-
ing point to facilitate communication and under-
standing among members of the basic classroom
team. Other supervisory systems and components
should be introduced and used as needs arise for
which alternative or supplementary strategies are
indicated
.
2 . Seminars/Presentations . The weekly seminars led
by supervisors for the full-time student teachers
f'-'t whom they are responsible should take account
for the skill/content needs of the students and
the support-group function as well. In the first
instance, agendas may be developed according to the
expressed needs of each small group and may be
pursued in those groups. When supervisors identify
needs in common to most student teachers, large-
group sessions will be arranged. In both cases,
supeivisuLs' expertise will be tapped as appropri-
ate.
Support group agendas derive from problem—sharing
within the small groups and range from sharing
individual, personal and professional concerns
to exchanging curriculum ideas and techniques.
Establishing trust and openness in these groups
is essential.
3. Completing the Record . The following student ^
teacher monitoring form should be filed for each
student teacher each week and for Pre-ones and
twos on alternate weeks. The purposes of these
very brief reports are to maintain a current
status record for each student so that a per-
formance profile can be ascertained readily; to
provide at check points in the middle and at the
end of semesters a cumulative picture of each
student's student teaching experience so that
mid-course corrections and final assessments can
rest on as full information as possible; and to
provide comprehensive data for phase-by-phase
placement decisions within APEP and for final
recommendation preparation upon program comple-
tion.
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AMHERST-PELHAM ELEMENTARY PROGRAM
Student Teaching Monitoring Form
STUDENT NAME S.T. TWO
Supervisor Initials Contact Date
Type of Contact
:
OBSV
.
CONF. PHONE CASUAL
Initiated By: SUPVSR. COOP. TCHR. S.T.
Summary of Outcome
:
ONE
Future Indications:
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TECHNICAL SKILLS OF TEACHING
1. Establishing Set or Set Induction
The term "Set" refers to the establishment of cognitive and affec-tive rapport between students and teacher in a way that obtains imme-diate stuaent involvement and interest in the learning experience.
Experience indicates a direct relationship between the effectivenessin establishing set and the effectiveness of the total learning experi-
ence. If a teacher succeeds in creating a positive set, the likelihood
of student involvement in the experience will be enhanced. The most
effective "sets" are those that catch the student’s attention and
interest early. Establishing set is usually the first instructional
move of the teacher. It may also, and often does, occur during a class
when a change in student focus or thought is desired. Some common
places where establishing set is especially useful:
a) At the start of a unit;
b) When assigning outside work;
c) Before a speaker or media presentation;
d) When beginning a discussion;
e) Starting any activity.
2. Achieving Closure
Closure is complementary to establishing set. Closure is attained
when the major purposes and content of the learning experience or por-
tion of the experience are judged to have been accomplished so the stu-
dents can relate new knowledge or skills to prior ones. It is more
than a quick summary of the ground covered in the class. It is a pull-
ing together of the major ideas or skills and provides the students
with a needed feeling of achievement. Closure is not limited to the
completion of a learning experience. It is often needed at specific
points within the experience so that students may know where they are
and where they are going. The teacher should, at least at the end of
each experience, plan a way to achieve closure. Examples of this could
be getting students to generalize about the content, plan for students
to practice skills, or define what will occur next. When achieving
closure, the teacher should include evaluation that tells how well stu-
dents have attained the goals set for the learning experience.
183
3. Asking Questions
^Memory/Recall
.
Questions of this order are the simplest of
^ 'ur 8 ° ^uestl0ns discussed here. Memory/Recall questionsare the kind that begin: list, name, give, locate, who, what, when,w ere, define, etc. Any question that expects the student has alreadybeen exposed to the answer and should be able to repeat that answerfrom memory fits this level of questioning. Most review questions
current events questions, questions about yesterday's work or home-
wor
,
true/false, fill-in, and multiple-choice questions are of theMemory/Recall level.
2L;—Convergent. "Tending to come to one point" is the definition
the dictionary offers for convergent. This best summarizes this level
of questioning.
.
Convergent questions are those where the questioner
has in mind a single or closed answer he/she expects to hear. (In a
sense, only with much less freedom, Memory/Recall questions are con-
vergent.) If there is room in an answer for only "correct" or "right"
responses, then the question is classified as Convergent. Some
examples of key words found in Convergent questions are: summarize;
outline
;
what's the main idea of the story; give examples; compare;
from this information, what do you conclude; solve; write a report;
put rules, principles, or skills into practice.
C. Divergent . To extend in different directions. To differ
from a normal form. Responding to Divergent questions represents the
highest level of mental activity for students. These questions not
only permit, but openly encourage diversity of response. There are
many answers to Divergent questions and using this form of question
promotes independence of thought. Divergent questions are seldom
heard in classrooms and are often side-stepped by students because the
answers are often personal or private for the student. Often students
will not open up to these questions until they are confident that the
listener can be trusted. Some examples of key words in "less personal"
Divergent questions are: propose a plan; draw a generalization;
nypotnesize; design; speculate; judge. Examples of key words in "more
personal" Divergent questions are: create; what do you think; in your
opinion; rate these; whom do you favor; should; would you.
The quality of any question is not determined by the level it
falls into, but rather, what is the objective for asking the question.
If a class is reviewing work or skills, Memory/Recall questions are
most appropriate. On the other hand, if the objective is for students
to relate personal opinions, judgments, or ideas for solving complex
problems, then Memory/Recall or Convergent questions are very inappro-
priate.
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4. Using Examples/lllustrations
The use of examples is basic to good sound, clear teaching
Examples are necessary to clarify, verify, or substantiate ideas, con
cepts, and skills. Both inductive and deductive use of examples canbe used effectively during a learning experience. Effective use of
examples and illustrations include:
a) Starting with simple examples and progressing to
more complex ones
;
b) Starting with examples relevant to student's
experience, interest, and knowledge;
c) Relating examples to the ideas, concepts, or
skills being taught;
d) Checking to see if the objectives of the class
have been achieved by asking students to give or
create examples/illustrations which demonstrate
the material.
5. Positive Reinforcement
Encouraging desired student behavior and class participation
through the use of positive verbal and non-verbal reinforcement tech-
niques is an integral part of the teacher's role as a facilitator of
the learning experience. Substantial psychological evidence confirms
the value of reinforcement in the learning process. The acquisition
of knowledge of specific reinforcement techniques and the development
of skill in using these appropriately in classroom situations is an
important step for a beginning teacher.
Positive reinforcement of students often increases their partici-
pation in the learning experience. This, in turn, usually increases
learning. Using positive reinforcement must remain a flexible skill
at all times. Students respond differently even to similar reinforcers.
A skillful teacher will adapt reinforcement techniques as he/she gets
in touch with the uniqueness of each student.
a) Positive Verbal Reinforcers. Besides the usual
"Good," "Correct," and "Right," the teacher can
encourage participation by asking questions that a
student can have success answering. Over time,
the reinforcement that comes with successful par-
ticipation should increase a student's involve-
ment .
b) Positive Non-Verbal Reinforcers. Techniques
include smiling, moving toward the student, eye
contact, and writing the student's ideas on the
board or experience chart.
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6. Planned Repetition
The purpose of this skill is to clarify and reinforce major ideaskey words, concepts, and skills. The use of repetition is a powerfultechnique for focusing and highlighting important points, and describ-ing them from a different point of view. Repetition, while often seen
as something the teacher does in lecturing or in teacher-led discus-
sions, should also include students in a variety of active situations.
In math, students often solve several similar problems. In science,
students find several mammals. In social studies, students construct
a collage with several pictures illustrating "interdependence." There
are two main varieties of Repetition:
1) Literal To repeat in essentially the same words
a) Simple — Occurring immediately after
presentation
b) Spaced — At intervals in the lesson or
across lessons
c) Cumulative — Repeating all previous
points or concepts before going on
2) Figures of Speech — Using metaphors, analogies,
gestures, and alternative communication forms
7. Teacher Silence and Non-Verbal Cues
Many teachers seem frightened by silence or pauses in classroom
discussion. They usually hasten to fill these gaps with their own
talking. What these teachers do not realize is that silence is a
powerful tool in a learning experience. Silence or pausing can be
used
:
a) After introductory statements to provide students
time to digest or consider the idea or thought
presented
;
b) After questions to give students time to think
about and prepare an answer
;
c) After a question from a student to indicate the
teacher is considering the question or, momen-
tarily, before redirecting the question to another
student
;
d) After a student response to encourage the student
to continue.
Usually, non-verbal cues are employed by the teacher to indicate
what happens next. Facial expressions are cues that can encourage a
186
student to continue or stop. Head movement can direct the same behav-
ior as facial cues. Body movement or leaning is help to telegraph
interest and thoughtful consideration. Finally, the innumerable hand
gestures of our culture can suggest and direct all kinds of student
behavior
.
8. Cueing
Cueing is an effort on the teacher’s part to prepare a student
in advance to answer a question or make a contribution to a learning
experience. Cueing has two dimensions: time and content. A teacher,
by providing a student with content hints and/or extra time to
organize his/her thoughts, can, in effect, offer considerable help to
one or more students and greatly improve the quality of student con-
tributions to the group. Cueing can be done with individuals or
groups, in class or privately outside of class. It pays the best
dividends when your plans include posing complex, lengthy, or con-
troversial problems for student's consideration. By alerting a stu-
dent or group five or ten minutes or even a day ahead, the teacher
helps students to have a successful part in the class experience. And,
after all, planning for and promoting student success in the learning
experience is what teaching is all about, isn’t it?
9. Completeness of Communication
Building a sensitivity to the importance and difficulty of being
understood is the focus of this skill. The skill requires that the
teacher insure clarity in giving directions, sharing objectives with
students, and setting group responsibilities. The skill involves
three phases:
1) Understanding student feedback by attending to stu-
dent responses, verbal and non-verbal, looking for
evidence or misunderstanding/confusion.
2) Taking steps to identify the nature of the confu-
sion.
3) Taking additional steps to correct the confusion
of
the learner.
An example:
The teacher looks for puzzled faces while giving
direc-
tions. A remedy for this confusion could be to
ask the
student to explain what he/she just heard. When the
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teacher identifies the nature of the confusion, he/she
can adjust the verbage.
Another example:
The teacher looks for students who do not understand
,
but
think they do. A technique here is to check individual
progress to see if the product of the student's work shows
his/her understanding.
10. Establishing Appropriate Frames of Reference
A student's understanding of ideas or concepts can be enhanced if
the material is organized and presented from several points of view.
A single frame of reference provides one structure through which stu-
dents can gain a grasp of materials. The use of several frames of
reference deepens and broadens the opportunity for students to under-
stand material more thoroughly. For example, The Emancipation
Proclamation becomes more meaningful when it is seen through the frame
of reference of the Northern white abolitionist, the Southern white,
the Black slave in the seceded South, and the English clothing manu-
facturer. A deeper grasp of the energy crisis can be attained by
seeing it from the frames of an Arab Sheik, a Japanese manufacturer,
a retired couple on a fixed income, an American oil driller, an
independent trucker, a Jordanian refugee, and an Israeli farmer near
the Golan Heights
.
Integrative Skills
The following technical skills of teaching are classified as inte-
grative skills because they consist of combinations of other skills.
Mastery of the separate skills is not enough to produce the overall
teacher competency desired. The inclusion of these integrative skills
should help teachers begin to see how teaching skills can be
success-
fully molded together to compliment and strengthen each other.
11. Control of Participation
Control of student's participation during a learning
experience is
an important skill in the craft of teaching.
When establishing set,
questioning, reinforcing, using verbal and non-verbal
cues, and varying
stimuli, the teacher is creating the dynamics of
student participation
in the discussion/activities of the learning experience.
Everything a
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teacher brings to the learning experience affects how, when and ifstudents will participate. Small groups in circles will enhance stu-dent verbal participation. A movie or TV program reduces student
verbals. Some teachers want students to raise their hands as a way of
regulating participation. Other teachers discourage hand-raising bygiving their attention to students who just begin contributing. The
complexity of the content, the relevance of the topic, the arrangement
students, the rules for discussions, the objectives for the lesson
and the awareness the teacher has of all students in the group will
each have an impact on the quantity and quality of student participa-
tion in the learning experience.
12. Varying the Stimulus
Psychological experiments have shown that deviations from stan-
dard, habitual teacher behavior results in higher student attention
levels. Teachers should be sensitive to their habit patterns and
become aware of the student attending behaviors that these habits and
patterns evoke. Stimulus behaviors include: teacher movement; hand,
head, and body gestures; focusing student attention; varying inter-
action patterns (teacher to student, teacher to group, student to
student); silence; shifting sensory channels; and varying student
involvement
.
13. Recogr zing and Obtaining Student Attending Behavior
Recognizing attending behavior of students involves the use of
visual cues fed back to the teacher by students involved in a learning
experience. Reactions to the learning experience are often seen in the
facial expressions, direction of the eyes, tilt of the head, and body
posture of the students in the group. Skillful teachers, through these
visual cues, can note indications of interest or boredom, comprehen-
sion or bewilderment. Obtaining student attending behavior at thp
beginning of a learning experience or when the teacher senses that stu-
dents may be moving mentally away from a learning experience in prog-
ress is the other part of this teaching skill. At the beginning of a
learning experience, obtaining student attending behavior is much the
same as establishing set. Holding or regaining attending behavior
during a learning experience usually involves personalizing communica-
tions to students, moving toward students, offering help, varying the
"pace," altering the instructional media, or redeploying students into
different groups. Actually, one of the strongest techniques of obtain-
ing attending behavior is to positively reinforce attending behavior
when students are doing it.
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14. Obtaining Student Feedback
The feedback process in the training of teachers may be simply
stated as "gathering knowledge of results" or "collecting data about
outcomes." Teachers often ignore the availability of information
accessible during the lesson. Student questions, examination of stu-
dent work, and informal discussions are immediate sources of feedback.
Teachers unconsciously tap a variety of feedback sources but should be
sensitive to all data lest they tend to rely unevenly on a limited
number of students and a restricted range of cues. A common insensi—
tivity often shows when a teacher hears only the student who volun-
teered an answer and does not bother to check out the students who
remain quiet.
15. Lecturing
Effective lecturing is actually the result of combining several
teaching skills in an integrative way. Lecturing deals with establish-
ing set, obtaining attending behavior, repetition, using examples,
varying stimuli, planning complete communications, and achieving
closure. While our experience is that "everybody lectures," we
realize that very few teachers make the effort to integrate the many
skills that make for effective lecturing. Lecturing seems to come in
two styles
:
1) Formal — One-way, speaker to listener, communication
2) Informal — Two-way communication that permits lis-
tener questions and contributions. Key points are
illustrated by incorporating audio-visual materials.
Appropriate uses of Lecturing technique:
a) Convey information unavailable to students;
b; Summarizing key points as reinforcement;
c) Change of pace from other learning experiences;
d) Synthesize information from several sources;
e) Build enthusiasm while also demonstrating
teacher interest.
"Tell 'em what yer goin' tell 'em. Tell ’em. Then tell 'em what ya
told 'em."
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APPENDIX C
MEMORANDUM: AGENDA FOR OBJECTIVE SETTING MEETING
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memorandum
FROM: Geoff DATE: September 8, 1975
Carol K., Loraine T., Ronnie M.
,
Marilyn H.
,
Dale N.
,Monica K., Kathy F.
,
Nancy D., John C.
SUBJECT: Agenda for Meeting of Wednesday, September 10 (2:00 P.M.)
I want to begin by saying how happy I am to be working with all of you
this semester . My job as a supervisor will be made a lot easier and
certainly be more enjoyable because of your invaluable experience.
I believe that this present group of student teachers are certainly
more than qualified tc assume the responsibilities which will be placed
upon them. They are the first group to have experienced two full
semesters of the APEP program, and are well prepared for this—the most
important part of their university education.
I plan to work very closely with everyone and hopefully assist in mak-
ing this a r ost successful and productive four months for everyone.
In order to initially get us all off on the "right track," I have
scheduled a meeting of the entire group (ten cooperating teachers and
ten student teachers) for this Wednesday
,
September 10
,
in Cafeteria 3.
The major purposes of this meeting will be:
1. An opportunity for all participants to become bet-
ter acquainted with our program obiectives for the
semester
;
2. A better identification of all roles;
3. Sharing of objectives for students teachers;
4. Sharing of concerns about this experience;
Establishment of specific meeting times for
individual student teacher-cooperating teacher
and supervisor.
5.
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MEMORANDUM
Page 2
September 8, 1975
I would anticipate this meeting to run a maximum of one hour. If we
can start promptly at 2:00 P.M.
,
I will be sure that we stop by
3:00 P.M.
I look forward to this meeting and the opportunity this semester to
grow both personally and professionally through the development of our
relationship
.
If you have any questions about this meeting or concerns with other
aspects of the student teaching program, please contact me at any time
here at Wildwood or at my home (549-4500)
.
Thank you for your continued support.
APPENDIX D
MEMORANDUM: LIST OF OBJECTIVES DERIVED FROM
OBJECTIVE SETTING MEETING
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memorandum
FROM: Geoff DATE: September 11, 1975
TO: Teachers and Student Teachers Working With Geoff
SUBJECT: Objectives Brainstormed During September 10 Session
Again thank you all for your inputs yesterday. I hope that between
the "handouts" and the following list of shared objectives you can
develop your own student teaching objectives for this semester. Our
individual meetings next week should then provide everyone with an
opportunity to better organize and accomplish some very specific
tasks
.
The primar> objective of next week’s meeting then is to come together
(Student Teacher, Cooperating Teacher and Supervisor) and develop a
contrac t of specifically agreed-upon objectives for the student
teacher from your individually developed lists.
Thanks
.
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The following list has objectives and suggestions for goals for
Student Teaching developed at yesterday’s meeting:
1. Developing positive methods of classroom control
(Classroom Management)
;
2. Developing skills to: Write Objectives, Lesson
Plans, Units of Study, Do Basic Math Computation;
3. Develop awareness of responsibilities to total
classroom (Boundaries and Limit's)
;
4. To be better informed on total school responsi-
bilities ;
5. To be aware of teacher’s responsibilities (aside
from Student Teacher)
;
6. Develop skills of planning for week’s activities;
7. An opportunity for Student Teacher to incorporate
"skills learned" into their classroom teaching;
8. Develop skills at counseling for special needs
children;
9. Developing skills to: Handle Large Groups of
Children; Work with Learning Disability Children;
Be More Perceptive to Children’s Needs; Admin-
ister Reading Aptitude Tests, etc.; Handle
Parent-Teacher Conferences; Motivate Children;
10. Develop an ability to be critiqued without fear
of all negative repercussions;
11. Working on skills to give and take criticism
(Constructive)
;
12. Opportunities to set own teaching style.
The following list are suggestions for Student Teachers, Super-
visor, and Cooperating Teachers:
1. Develop background in reading methods, phonetics
and grammar skills;
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2. Be comfortable with approaching Cooperating
Teacher with concerns ;
3. Supervisor assist Cooperating Teacher with
"support" in classroom;
4. Awareness by Student Teacher of full-time
commitment to student teaching;
5. Starting Student Teacher with work in area of
Student Teacher’s strengths—eventually branch-
ing out to all areas.
r
MEMORANDUM
:
APPENDIX E
AGENDA AND LIST OF ACTIVITIES FOR
LEADERSHIP WORKSHOP
198
MEMORANDUM
FROM; Geoff
TO: All Student and Cooperating Teachers
SUBJECT: Agenda and List of Activities for Leadership Workshop
Just a reminder that this Thursday we will be holding our Leadership
Workshop at 3:00 p .m. in Cafeteria 3 . The following agenda has been
developed
:
1. Dr. Ken Blanchard from the School of Education here
at the University will spend the first hour explain-
ing the Life Cycle Theory of Situational Leadership.
2. We will all be administered an instrument to
measure perceptions of our leadership style.
3. A form will be explained which we will use in our
subsequent contracting sessions.
4. Ken and I will role play a contracting session to
familiarize you with what should transpire.
5. Time will be planned for feedback and questions
from you.
I hope you are as excited about this meeting as I am. I am sure it
will prove to be a most informative session. See you there.
Thanks for your time.
Note. If participants missed this meeting, a booklet
on situa
tional leadership was supplied (copy attached). A follow-up
con-
ference was also held to highlight important steps.
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.
a DIVISION OF AMERICAN MANAGEMENT ASSOCIATIONS
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Management by obiectlvcs could be a more powerful tool tor productivityimprovement if managers negotiated with their subordinates not iust goalsbut also the leadership styles they would use to help the subordinates
'
meet their obiectives .
What’s Missing
in MBO?
PAUL HERSEY
KENNETH H. BLANCHARD
O,'f all the management concepts and techniques that have been
developed over the past decades, few have received such widespread
attention as management by cojectives (MBO). Managers in aii kinds
of organizational settings are attempting to run their organizations
with MBO as a basic underlying management concept. Unfortunately,
however, MBO success stories do not occur as often as anticipated
by theorists who have written about MBO or practitioners who have
applied it.
It is olt contention that there has been a major missing link to
more successful implementation of MBO: contracting for leadership
style. In most MBO programs, an effort is made only to reach agree-
ment on performance goals; there is little thought given to develop-
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!ing a psychoiog'cal contract between the leader and the subordinates
regarding the role of the leader in helping these subordinates accom-
plish their objectives.
Management by objectives, as it is practiced in most organiza-
tions, begins with agreement by superiors and subordinates of an
enterprise on the common goals of the entire organization. At this
time, any changes needed in the organization’s structure—for exam-
ple, changes in title, duties, or span of control—are made. Next,
superior and subordinate independently propose time-oriented goals
for the subordinate s job and the methods to be used to evaluate on-
the-job performance. These are discussed and jointly agreed on by
the superior and the subordinate. Checkpoints also are established:
times when superior and subordinate together will compare the per-
formance goals with what has actually been accomplished. If there
is a discrepancy between the goals and the accomplishments, they
discuss and determine the cause of the problem, then take steps to
overcome it.
The missing link
The unique aspect of MBO is that superior and subordinate par-
ticipate both in the establishment of performance goals and in the
review or evaluation that takes place in relation to the agreed-upon
goals, it has Deen found that participation in the formulation of objec-
tives tends to make subordinates feel more ""ersonal responsibility for
goaf attainment and is thus more effective ihan having objectives im-
posed by an authority figure in the organizahon. The problem with
M2Q—and the reason why few effective implementations occur— is
that the role of the leader in helping subordinates accomplish objec-
tives is not clearly defined.
MBO could be a powerful tool for productivity improvement if
superiors negotiated with their subordinates not only the goals toward
which the subordinates would work but also the leadership style they
would use to help their subordinates meet their objectives. Just as
golfers, with the aid of their caddies, select a club depending on their
lie on the course, so manaaers. with the help of their subordinates,
should select the leadership style to be used accord;- g to the objec-
tives and the needs of the subordinate in achieving the agreed-upon
objectives. The Life Cycle Theory of Leadership—a situational leader-
ship theory developed at Ohio University s Center for Leadership
Studies—should help in this selection.
This theory grew out of earlier leadership models that were
cased on two kinds of uehavior cential to the conct.pt oi leadt.oh.p
style: task behavior and relationship behavior. Task behavior is the
extent' to which a leader explains what each subordinate is to do as
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well as when, where, and how tasks are to be accomplished. Relation-
ship behavior is the extent to which a leader engages in behaviors
such as emotional support, communication, facilitation, and inter-
personal relations. The two dimensions of leader behavior, plotted on
two separate axes, are shown in Figure 1.
Research in the last several decades has clearly indicated that
there is no ‘‘best" style of leadershio that can be universally applied.
Thus, any of the four basic styles shown in Figure i may be effective
or ineffective depending on the situation. The situational aspect of
.Tadership is taken into consideration in the Life Cycle Theory of
Leadership—which is based on the relationship a-^ong (1) task be-
havior—or the amount of direction a leader gives, (2) relationship
behavior—or the amount of socio-emotional support a leader pro-
vides, and (3) the “maturity" of the leader's followers or group.
Maturity is defined in Life Cycle Theory as the capacity to set
high but attainable goals, the willingness and the ability to take
responsibility, and the education and/or experience of an individual
oi a group. These variables of maturity should be considered in rela-
tion to a specific task to De performed. A salesperson may be veiy
responsible in closing sales but very irresponsible when it comes to
completing the paperwork that has to be filed on'every sale.
According to Life Cycle Theory, as the level of maturity of one’s
followers increases in terms of accomplishing a specific task, leaders
should begin to reduce their task behavior and increase their rela-
tionship Lahavior until the individual or tha gioup is sufficiently
mature for the leaders to reduce their relationship behavior as well.
This cycle is illustrated in Figure 2 by the bell-shaped curve going
through the four leadership quadrants.
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i Benchmarks of maturity are provided for determining appropriate
leadership style by dividing the maturity continuum into three cate-
gories—below average, average, and above average. When working
i with people of below average maturity in terms of accomplishing a
1 specific t3Sk, a high-task style (quadrant 1) has the best possibility
of success. Moderate-task and moderate- to high-socio-emotional
styles (quadrants 2 and 3) appear to be most appropriate in dealing l
i with people who are of average maturity in terms of accomplishing
' a specific task, while low-task and low-relationship styles (quadrant
4) have the best possibility of success in working with people of
above average maturity.
Modifying levels of maturity
In attempting to help an individual or a group mature—that is.
to take on more and more responsibility for a specific task—a leader
should be careful not to delegate responsibility and or increase socio-
emotional support too rapidly. If the leader does either of these
things, the individual or the group can take advantage and view him
as a "soft touch." The leader should slowly develop the capability of
subordinates on each task, using less task behavior and more rela-
tionship behavior as they mature and become more willing and able
to assume responsibility.
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‘Of course, when people begin to behave less
maturely for whatever reason—say, a crisis at
home or a change in v/ork technology—the
leader should adjust behavior backward through
the curve to meet the present maturity."
E I
?-l
Also, to obtain the desired behavior, a leader should reward as
soon as possible behaviors exhibited by the individual in the desired
direction and continue this process as the individual’s behavior
comes closer and closer to the leader’s expectations of good per-
formance. For example, suppose a sales manager wants to move a
salesperson through the cycle so that he or she assumes significantly
more responsibility. If the salesperson is normally very dependent on
the manager to close a sale, the sales manager's best bet initially is
to reduce some of the structure or close supervision by giving the
salesperson the opportunity to assume some responsibility for, say.
setting up the closing meeting. If this is done well, he should reinforce
the behavior with increases in socio-emotional support or relationship
behavior.
This process should continue until the salesperson is assuming
significant responsibility and performing as a mature individual in
closing sales. This does not mean that the salesperson's work will
have less structure, but rather that the structure will now be internally
imposed by the individual instead of being externally imposed by the
sales manager. The cycle would be depicted in Figure 2 as a back-
ward-bending curve moving into quadrant 4 (low-task behavior and
low-relationship behavior). The salesperson is able not only to struc-
ture many of the activities in which he is engaged, but also to provide
his own satisfaction for interpersonal and emotional needs. At this
stage of maturity, individuals are positively reinforced for their ac-
complishments by th e leader's nof looking ovpr their shoulder on a
specific task and leaving them more and more on theirown.
Of course, when people begin to behave less maturely for what-
ever reason—say. a crisis at home or a change in work technology
—
the leader should adjust behavior backward through the curve to
meet the present maturity of his or her group. Suppose, for example,
that a salesperson who is presently working well alone faces a family
crisis that begins to affect performance on the job. In this situation,
it may be necessary for the manager to increase structure and socio-
emotional support until the individual regains composure.
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Negotiating for leadership style
In the case of MBO, once a superior and a subordinate have
agreed upon certain goals for the subordinate, the next logical step
(but not often used) is for both parties involved—the superior and
subordinate—to negotiate the appropriate leadership style that the
superior will use in helping the subordinate accomplish each objec-
tive. The subordinate should participate in this selection not only be-
cause it will increase his feeling of personal responsibility for goal
attainment but also because he can bring input to the decision mak-
ing that will help in the selection of the appropriate leadership style.
Failure to select the right leadership style can lead to problems.
For example, if the superior uses a low-task, low-relationship leader-
ship style and leaves the subordinate completely alone in an area
where the subordinate lacks sufficient technical skill and knowhow,
the result may be failure—and the superior may not know about it
until the next interim check period. Conversely, if a leader con-
tinually hovers over and directs the activities of subordinates working
in areas where they are competent and capable of working alone, that
leader may alienate them.
In areas where a subordinate is experienced and has been
successful in accomplishing similar objectives over a period of
time, superior and subordinate should negotiate a contract calling
for the boss to leave the subordinate on his or her own. Rather than
direct and closely supervise the suborder _, te, the boss should make
sure that the resources necessary for accomplishing the goal are
available and should coordinate the results of the projeci. with other
projects under his or her supervision. In those instances where the
subordinate is working on a project with which he or she has very
little experience and the boss does have some expertise, the subor-
dinate and the superior should negotiate significant structure, direc-
tion, and supervision from the boss until the subordinate is familiar
with the task. For a subordinate to accomplish every agreed-upon
goal, a boss may have to use a variety of leadership styles depending
on the subordinate's maturity in relation to the specific tasks involved.
-r* iL'rt-. .L, r l J U - : n o
I V/U lIlilHjO Ol lUUlU L»c; IvlIlClilWwi III i.lUy^uwi.1.^ . w w. w t O . . • ^
style. First, the contract should always be open for renegotiation by
either party. A subordinate may find that working without supervision
on a particular task is not realistic or a superior may find that the
style being used with an individual on a particular task is not produc-
ing results—arid the two should be able to renegotiate for more
supervis’d0 .
Second, it is important to remember that boss-subordinate nego-
tiation over leadership style implies a shared responsibility if goals
are not met. This means that a boss, if he or she has contracted for
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closs supervision, cannot withhold help from a subordinate (even
though work may pile up on another proiect) without charing some
of the responsibility for lack of accomplishment of that goal.
An example of contracting
Integrating the negotiation of leadership styles with management
by objectives is a new concept but one that is already meeting with
some initial success in industrial and educational settings. Take the
case of an elementary school we studied in eastern Massachusetts.
In many school systems, the principal of a school is required by
school policy to visit each of his or her classrooms a certain number
of times each ye3r. This visitation policy is dysfunctional for princi-
pals who recognize that their teachers vary in their experience and
competence and therefore have varying needs for supervision. If a
principal decides to schedule visitations according to his or her
perception of the competence of tne teachers, problems can occur
with teachers at either end of the extreme. Left alone, a highly experi-
enced teacher may be confused by the lack of contact with the prin-
cipal and may even interpret it as a lack of interest. By the same
token, an inexperienced teacher may interpret frequent visits of the
principal as a sign of lack of trust and confidence.
These potential problems were eliminated in this particular ele-
mentary school when the principal shared Li*c Cycle Theory of Lead-
ership with the staff, then proceeded to negotiate what his leadership
style should be with each of the teachers. It was found that when
lov-ic.sk, low-relationship, "hands-off” leadership style was nego-
tiated between the principal and a teacher because both agreed that
the teacher was capable of working on his or her own, infrequent
visits from the principal were perceived by the teacher as a positive
rather than a negative reinforcer.
The same thing held true at the other end of the continuum. It
was found that when negotiation for leadership style took place with
an inexperienced teacher who realized that the system was designed
to help teachers learn to work on their own, the teacher was less
reluctant to snare anxieties about certain aspects of his or he r
teaching. If the negotiation resulted in initial close supervision, the
teacher was abie to view this interaction as. positive—not punitive
—
because it was a temporary situation and demonstrated the principal s
interest in helping the teacher to operate without much supervision.
Establishing objectives and reaching consensus over perfor-
mance criteria for subordinates in a traditional management-by-objec-
tives program are often the first steps toward providing the structure
for individual and organizational accomplishment. Recent experi-
ences indicate that if this initial negotiation procedure is combined
1
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with a similar process for negotiating the appropriate leadership style
a superior should use to facilitate goal accomplishment, the whole
MBO process may become more effective. Contracting for 'leadership
styles can also help establish the interpersonal relations necessary
for accomplishment of meaningful long-term objectives.
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ABBREVIATED TRANSCRIPTS FROM SELECTED CONTRACTING SESSIONS
PARTIALLY COMPLETED MBO/LEADERSHIP AND FOCUSSING CONTRACTS
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ABBREVIATED TRANSCRIPTS FROM SELECTED
CONTRACTING SESSIONS
The following segments of various contracting sessions, included
in this section of the Appendix, occurred in the first week of
October, 1975, in meetings between a student teacher, cooperating
teacher and supervisor. The transcripts were recorded by the author
(supervisor) and they assisted the supervisor in transferring, at a
later date, important details of the meetings onto a written MBO/
Leadership contract. The transcripts have been edited slightly to
make them more "readable" but the interviews have not been changed in
substance.
To best illustrate how various segments of the triad meeting were
conducted, the transcripts are divided into three abbreviated sessions.
The first session (1) includes the beginning of a session, and an
example of the negotiation of a leadership style that was readily
agreed upon by the student teacher, cooperating teacher and supervisor.
The next session (2) includes the negotiation of leadership style xn
which it was more difficult to reach consensus, thereby making it
more
desirable for the cooperating teacher and supervisor to assume
dif-
ferent leadership styles in working with the student teacher
on this
objective. The final segment (3) will illustrate a situation where
a
delay In contracting leadership style was recommended
and an example
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of closure of a session. Individuals in all segments are referred to
as supervisor, cooperating teacher and student teacher.
This section of the Appendix ends with an example of a partially
completed MBO/Leadership contract, with its attached MBO/Focussing
contract for the transcript described here.
1. The following segment includes the beginning of a session
and an example of a leadership style readily agreed upon. The coop-
erating teacher has been in this school five years and has worked with
four student teachers prior to this experience. The student teacher
is a twenty-two-year-old senior at the University working in her third
semester in the APEP program and completing her final semester.
SUPERVISOR:
STUDENT TEACHER:
SUPERVISOR:
In this meeting today, we'll be taking a look
at the TRM forms which Ken and I used in role
playing a contracting session at last week's
workshop. I've asked you to rate your ability,
willingness and educational experience for
each objective and both the cooperating teacher
and I have rated you (student teacher) on those
items as well. Hopefully, the month's experi-
ence in the classroom helped to make the rat-
ings in the TRI1 a little easier to answer
.
Yes, it did. I'm anxious to discuss the rat-
ings and learn from the cooperating teacher
and you what both of your ratings are and where
you perceive my needs.
Hopefully, by the end of this meeting we will
reach consensus on the ratings and we will have
contracted for an appropriate leadership style
that will assist you in completing your objec-
tives .
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(Student Teacher) Why don't you read me how
you've rated yourself as I read off the objec-
tives. The first: Develop Skill and Class-
room Management
.
STUDENT TEACHER: Ability—"4"; Willingness—"7"; Educational
Experience—"4"; for a mean score of "5".
SUPERVISOR: Can you explain why you rated- "4" for Ability;
plus your reasons for the others?
STUDENT TEACHER: Well, I rated a "4" for Ability because I have
had some experience in the classroom so I
chose low-moderate for Ability. I put "7" for
Willingness since I have the desire to learn.
That's what I'm here for. With regard to
Educational Experience, I've had three semes-
ters in the classroom, plus some experience
with CCD in high school, so I have some back-
ground. So for this objective, I would like
to contract for High Relationship-Low Task.
SUPERVISOR: You have several activities listed under this
objective. Would you like to contract for
different styles for the activities, or do you
feel that the one leadership style is appropri-
ate for the objective and activities?
STUDENT TEACHER: I think that the High Relationship-Low Task
is suitable for all parts of this objective.
SUPERVISOR: Let's make sure that we keep referring back to
the MBO/Focussing Contract Form where your
activities and expected results are listed,
to make sure that the leadership style is con-
sistently appropriate. O.K. (cooperating
teacher)
,
how have you rated the student
teacher for this objective dealing with class-
room management?
COOPERATING TEACHER: j rated her Ability, Willingness,
and
Educational Experience with "6's". I arrived
there by comparing the student teacher to
other student teachers that I've had. The way
I've seen her work with children in the quad
is acceptable to me, and therefore rated her
moderately high. I've seen her with large and
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small groups and feel, like the student
teacher, that High Relationship-Low Task is
the appropriate leadership style for this
obj ective.
SUPERVISOR: My scores were "3” for Ability; "6" for
Willingness; and "3" for Experience. I had
chosen High Task-High Relationship because I
haven’t had as much of a chance that you, the
cooperating teacher, has had, to observe her
working on this objective in the classroom.
However, I'm willing to agree to that style
if you both feel that it’s most appropriate.
In summary, then, we've contracted for High
Rela t ionship—Low Task for the objective deal-
ing with developing skills in classroom
management. Are you both comfortable with
that?
STUDENT TEACHER: Yes
.
COOPERATING TEACHER: Yes, and remember (student teacher) that
there's always the option to modify the style
should the need arise.
SUPERVISOR: The second objective to be considered is
. . .
2. The following transcript is a segment of a contracting session
where reaching a consensus on the proper leadership style was more
difficult due to the complexity of the objective, thereby calling for
different leadership styles tc be contracted by the cooperating teacher
and supervisor. The cooperating teacher is a tenured teacher who has
had previous experience with APEP Program students. The student
teacher is married and a mother of two. She has been in the APEP
Program for two semesters as a pre-intern.
SUPERVISOR: . . . This next objective deals with classroom
management . How have you rated yourself (stu-
dent teacher) and why?
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STUDENT TEACHER:
SUPERVISOR:
COOPERATING TEACHER:
STUDENT TEACHER:
COOPERATING TEACHER:
STUDENT TF ACHFR:
SUPERVISOR:
I rated myself as "5" for Ability; "7" for
Willingness; and "4" for Educational Experi-
ence, giving me a mean score of "5.3". The
style called for then is High Relationship-
Low Task. I've been in the classroom for two
semesters, so I rated myself as moderate for
the experience. Because of this experience,
which I feel pretty good about, I rated
myself above average in my Ability. And I
give myself a "7" or high for Willingness.
You and I have the same scores for Ability
and Willingness, though we differ in the
Educational Experience ratings. My style
called for SJ2 — High Task-High Relationship.
I gave you an "8" in Willingness—even higher
than your own rating!
Some days my Willingness could be rated at
" 2 "!
I think that I was combining Ability with
capability, and since I see you as being
capable, I gave you a "7". But maybe those
abilities will be achieved because of your
capabilities. Anyway, I gave you a "7" and,
as I said, an "8" in Willingness. Because
of our experience, when you worked with me
last year, I gave you a "6" in Educational
Experience. My mean score was "7" which is
S4 Style — Low Task-Low Relationship. Maybe
I've made too much of an assumption.
I would not feel comfortable contracting for
Low Task-Low Relationship. I think there are
some things in here that I need help in.
Since this appears to be a more complex
objective, why don't we break it up into the
various activities and contract for leadership
style individually? Perhaps we could even
split some of the styles between the cooperat-
ing teacher and me to help you complete the
objective? To start with: How do you feel
about the technical skills of teaching in
activities (c)
,
(d)
,
and (e)
?
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STUDENT TEACHER: I feel that I need both High Task and High
Relationship in those activities.
COOPERATING TEACHER: Since you're skilled in those areas (super-
visor), why don’t you supply the High Task
and I will supply the High Relationship?
(Student Teacher) Are you comfortable with
that?
STUDENT TEACHER: I would feel real comfortable with that. It's
fine. Now, for activity (a), which deals with
large and small group instruction skills, I
x^ould like to contract for a High Relationship-
Low Task style because of my prior experience.
SUPERVISOR: That's fine, and perhaps we could use that same
style for classroom visitation in activity
(b).
STUDENT TEACHER: That sounds good to me.
COOPERATING TEACHER: I agree with both of those styles and feel
capable with assuming them.
SUPERVISOR: Let's review all of this and see if we're
comfortable with the contracted styles. For
activities (c)
, (O , and (e) , we've contracted
for a split leadership style. I will supply
the High Task and (cooperating teacher) will
supply the High Relationship.
COOPERATING TEACHER/
STUDENT TEACHER: Right. That's fine.
SUPERVISOR: Now, for activities (a) and (h) , a Hieh
Relationship-Low Task style has been con-
tracted. Our goal, of course, (student
teacher) is that these contracted leadership
styles will assist you in effectively com-
pleting this objective. But, if necessary,
we can renegotiate for a change in leadership
styles
,
STUDENT TEACHER: I feel very comfortable with these styles.
COOPERATING TEACHER: So do I. Let's go on to the next objec-
tive ....
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3. The next transcript includes a negotiation session where a
delay in contracting leadership style was recommended for an objec-
tive which was inappropriate at the time. The cooperating teacher
is a tenured teacher who had worked previously with this same student
teacher as a pre-intern in the APEP Program. The student teacher is
a twenty-one-year-old senior at the University working in her third
semester in the APEP Program.
SUPERVISOR:
. . . Since we've agreed on the leadership
style for objective number seven, let's move
on to number eight, which deals with the stu-
dent teacher taking full responsibility for
planning and teaching the class for one week.
I've marked that as a delay and I believe we
talked earlier about setting another date for
later in the semester after (student teacher)
has completed some of these other objectives.
Then we can assess the student teacher's
performance and needs in order that she might
successfully assuue this responsibility.
COOPERATING TEACHER: Sure, that sounds like setting a later date
to discuss this objective would be appropriate.
STUDENT TEACHER: That sounds fine to me.
SUPERVISOR: Let's tentatively set November 12th for further
discussion on this objective, with hopes of
your assuming responsibility for the classroom
the second week in December.
STUDENT TEACHER: I'm sure that will work out.
SUPERVISOR: Since we've finished with our last objective
and the contract is completed, let's schedule
our next meeting tentatively for October 31st
at 8:30 a.m. Then we can assess (student
teacher) progress and the appropriateness of
our leadership styles.
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STUDENT TEACHER/
COOPERATING TEACHER: That sounds fine.
SUPERVISOR: (Student Teacher) Could you stay a minute so
you and I can establish some times for
observation? Thank you both for your time
and energy. I will get this contract to you
in the next two days after I listen to this
tape of our session and copy down all the
salient points. I really appreciate your
effort in this project.
MBO/LEADF.RSHI?
CONTRACT
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APPENDIX G
INSTRUMENTS
:
LEAD-SELF; LEAD-OTHER
223
Directions:
Assume you are involved in each of the
following twelve situations. Each situation
has four alternative actions you might
initiate. READ each item carefully.
THINK about what you would do in each
circumstance. Then CIRCLE the letter of
the alternative action choice which you
think would most ciosely describe your
behavior in the situation presented.
Circle only one choice.
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SITUATION
Your Subordinates are not responding lately to
I
your friendly conversation and obvious concern
for their welfare. Their performance is in a
tailspin.
SITUATION
The observable performance of your group is
2
increasing. You have been making sure that all
members were aware of their roles and standards.
SITUATION
Members of your group are unable to solve a
_
problem themselves. You have normally left
2 them alone. Group performance and interper-
sonal relations have been good.
ALTERNATIVE ACTIONS
A. Emphasize the use of unifonn procedures and
the necessity for task accomplishment.
B. Make yourself available for di cussion but don't
push.
C. Talk with subordinates and ihcn set goals
D. Intentionally do not intervene.
ALTERNATIVE ACTIONS
A. Engage in friendly interaction, but continue to
make sure that all members are aware oi their
roles and standards.
B. Take no definite action.
C. Do what you can to make ihc group feel import-
ant and involved.
D. Emphasize the importance of deadlines and tasks.
ALTERNATIVE ACTIONS
A. Involve the group and together engage in
problem-solving.
B. Let the group work it out.
C. Act quickly and firmly to correct and redirect.
D. Encourage group to work on pioblem and be
available for discussion.
SITUATION
You are considering a major change. Your sub-
4
ordinates have a fine record of accomplishment.
They respect the need for change.
SITUATION
The performance of vour eroun has been drooping
p, during the last few months. Members have been
^ unconcerned with meeting objectives. Redefining
roles has helped in the past. They have continually
needed reminding to have their tasks done on
time.
SITUATION
You stepped into an efficiently run situation.
The previous administrator ran a tight ship. You
want to maintain a productive situation, but would
like to begin humanizing the enviroment.
ALTERNATIVE ACTIONS
A. Allow group involvement in developing the
change, but don’t push.
B. Announce changes and then implement with
close supervision.
C. Allow group to formulate its own direction.
D. Incorporate group recommendations, but you
direct the change.
ALTERNATIVE ACTIONS
A. Allow group to formulate its own direction
B. Incorporate group recommendations, but s- e th.v
objectives are met.
C. Redetine goals and supervise carefully.
D. Allow group involvement in setting goals, but
don’t push.
ALTERNATIVE ACTIONS
A. Do what you can to make group feel important
and involved.
B. Emphasize the importance of deadlines and tasks.
C. Intentionally do not intervene.
D. Get group involved ir decision-making, but see
that objectives are met.
SITUATION
You are considering major changes in your organ-
izational structure. Members of the group have
made suggestions about needed change. The
group has demonstrated flexibility in its day-to-
day operations.
ALTERNATIVE ACTIONS
A Define the change and supervise carefully
B Acquire group's approval on tne change .nd
allow members to organize the implementation
C. Be willing to make changes as rccomm nded, hut
maintain control of implementation
D. Avoid confrontation; leave things alone.
8
SITUATION
Group performance and interpersonal relations
arc good. You feel somewhat unsure about your
lack of direction of the group.
ALTERNATIVE ACTIONS
A. Leave the group alone.
B. Discuss the situation with the group and then
initiate necessary changes.
C. Take steps to direct subordinates toward working
in a well-defined manner.
D. Be careful of hurting boss-subordinate relations
by being too directive.
SITUATION
Your superior has appointed you to head a task
force that is far overdue in making requested
recommendations for change. The group is not
clear on its goals. Attendance at sessions has
been poor. Their meetings have turned into social
gathering. Potentially they have the talent neces-
sary to help.
ALTERNATIVE ACTIONS
A. Let the group work it out.
B Incorporate group recommendations, but sec that
objectives are met.
C. Redefine goals and supervise carefully.
D. Allow group involvement in setting goals, but
don't push.
SITUATION
Your subordinates, usually able to take respon-
_ - sibility. are not responding to your recent redeiin-
|0 mg of standards.
ALTERNATIVE ACTIONS
A. Allow group involvement in redefining stamLi L
but don't push.
B. Redefine standards and supervise carefully.
C. Avoid confrontation by not apply tig pressure
D. Incorporate group recommendations, but see th;u
new standards are met.
SITUATION
You have been promoted to a new position. The
u *. p.ewous Supci v loOI a .is u.i.a. .>> * ... . . * . ,» . »
o
1 1 of the group. The group lias adequately handled
its tasks and direction. Group inter-relations arc
good.
ALTERNATIVE ACTIONS
A Take steps to direct subordinates toward wor! ,g
in a well-defined manner.
B. Involve subordinates in decision-making and re.n
force good contributions.
C. Discuss past performance with gr 'tip and then
you examine the need for new practices
D. Continue to leave group alone.
SITUATION
Recent information indicates some internal dif-
ficulties among subordinates. The group has a
remarkable record of accomplishment. Members
have effectively maintained long range goals.
They have worked in harmony for the past year.
All are well qualified for the task.
ALTERNATIVE ACTIONS
A Try out your solution with subordinates and
examine the need for new practices.
B Allow group members to work it out themselves
C Act quickly and firmly to correct and redirect
D. Make yourself available for discussion but
careful of hurting boss-subordinate relations.
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LEADER'S SUPERIOR
ASSOCIATE
SUBORDINATE
Directions:
Assume
(name of leader)
is involved in each of the following twelve
situations. Each situation has four alternative
actions this leader might initiate. READ
each item carefully. THINK about what this
person would do in each circumstance. Then
CIRCLE the letter of the alternative action
choice which you would ir^.t closely describe
the behavior of this leader in the situation
presented. Circle only one choice.
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SITUATION
Subordinates are not responding lately to tht.«
leaders friendly conversation aiid obvious con-
1 corn for their welfare. Their performance is In a
tailspin.
—rrr
ALTERNATIVE ACTIONS
This leader mould
. .
.
A. emphasize the use of uniform procedures and the
necessity for task accomplishment.
B. be available for discussion but would not push
C. talk with subordinates and then set goals.
D. intentionally not intervene.
SITUATION
The observable performance of this leader’s group
is increasing. The leader has been making sure
that all members were aware of their roles and
2 standards.
0
ALTERNATIVE ACTIONS
This leader would
.
.
.
A. engage in friendly interaction, but continue to
make sure that all members are aware of their
roles and standards.
B. take no definite action.
C. do what could be done to make the group feel
important and involved.
D. emphasize the importance of deadlines ana tasks
SITUATION
This leader’s group is unable to solve a problem.
The leader has normally left the group alone.
q Group performance and interpersonal relations0 have been good.
ALTERNATIVE ACTIONS
This leader would . .
.
A. involve the group and together engage in prob-
lem-solving.
B. let the group work it out.
C. act quickly and firmly to correct and redirect.
D. encourage group to work on problem and bo
available for discussion.
SITUATION
This leader is considering a major change. The
leader's subordinates have a line record of aecotn-
^
plishmcr They respect the need for change.
ALTERNATIVE ACTIONS
This leader would . .
.
A. allow group involvement in developing the change,
but would not push.
B. announce changes and then implement with close
supervision.
C. allow group to formulate its own direction.
D. incorporate group recommendations but direct
the change.
SITUATION
The performance of this leader's group has been
dropping during the last ;e\v months. Members
P have been unconcerned with meeting objectives.j Redefining roles has helped in the past. They have
continually needed reminding to have their tasks
done on time.
ALTERNATIVE ACTION^
This leader would . .
.
A. • allow group to formulate its owu diieeiion
B. incorporate group recommendations, but see that
objectives are met.
C. redefine goals and supervise carefully.
D. allow group involvement in setting goals, out
would not push.
SITUATION
This leader stepped into an efficiently run situa-
tion. The previous administrator ran a tight ship.
|
-’ The leader wants to maintain a productive situa-
Q tion. but would like to begin humanizing the
environment.
ALTERNATIVE ACTIONS
This leader would . .
.
A do what could be done to make group feel impor-
tant and involved.
B. emphasize the importance of deadlines and task>
’ C. Intentionally not intervene.
D. get group Involved in decision-making, but see
that objectives are met
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SITUATION
This leader is considering making major changes
in organizational structure. Members of the group
*» have made suggestions about needed change. The
/ group has demonstrated flexibility in day-to-day
operations.
ALTERNATIVE ACTIONS
Tins leader would
. .
.
A. define the change and supervise carefully.
B acquire group's approval on the change and allow
members to organize its implementation
C. be will'ng to make changes as recommended, but
maintain control of implementation.
D. avoid confrontation; leave things alone.
SITUATION
Group performance and interpersonal relations
are good. This leader feels somewhat unsure
g
about the lack of direction given to the group.
ALTERNATIVE ACTIONS
This leader would
.
.
.
A. leave the group alone.
B discuss the. situation with the group and then
initiate necessary changes.
C. take steps to direct subordinates toward working
in a well-defined manner.
D be careful cf hurting boss-subordinate relations
by being too directive.
.
SITUATION ALTERNATIVE ACTIONS
This leader has been appointed by a superior to
head a task force that is far overdue in making
requested recommendations for change. The group
y is not clear on its goals. Attendance at sessions
has been poor. Their meetings have turned into
social gatherings. Potentially they have the talent
necessary to help.
This leader would
. .
.
A. let the group work it out.
B. incorporate group recommendations, but see that
objectives are met.
C. redefine goals and supervise carefully.
D. allow group involvement in setting goals, but
would not push.
SITUATION ALTERNATIVE ACTIONS
Subordinates, usually able to take responsibility,
are not responding to the leader's recent redelin-
jjQ
ing of standards.
This leader would . .
.
A. allow group involvement in redefining standards,
but would not push.
B. redefine standards and supervise carefully.
C. avoid confrontation by not applying pressure.
D. incorporate group recommendations, but see that
new standards arc met.
SITUATION
ALTERNATIVE ACTIONS
This leader would . .
.
This leader has been promoted to a new position.
The previous manager was uninvolved in the
«« alTaits of the group. The group has adequately
1 1 handled its tasks and direction. Group interrela-
tions are good.
\ take steps to direct subordinates toward working
m a well-defined manner.
B. involve subordinates in decision-making and rein-
forced good contibutions.
C. discuss past performance with group and then
examine the need for new practices.
D. continue to leave the group alone.
SITUATION
Recent information indicates some internal dif-
ficulties among subordinates. The group has a
_ n remarkable record of accomplishment.
Members
have effectively maintained long range goals. They
have worked in harmony lor the past year. All aic
well qualified for the task.
ALTERNATIVE ACTIONS
This leader would . .
.
A. try out solution with subordinates and examine
the need for new practices.
B. allow group members to work it out themselves.
C. act quickly and firmly to correct and redirect.
D. be available for discussion, but be
care'ul of
hurting boss-subordinate relations.
APPENDIX H
COOPERATING TEACHER QUESTIONNAIRE
STUDENT TEACHER QUESTIONNAIRE
NAME:
December, 1975
COOPERATING TEACHER QUESTIONNAIRE
1. How well did the student teaching experience meet your expectations?
1
1
1
1
5
1 1
9
Not At
All
1
1
Fairly
Well
\ '
1
Perfectly
Did you enjoy working with
1
1 1 1
this particular
5
1 1
student teacher?
9
Not At
All
1
Somewhat
1
1
Absolutely
Relative to other experiences with student
1 5
1 1 1 1
teachers, how did this semester compare?
9
Worst Average Best
To what degree has your student
of the semester?
1
1 i i l
teacher's performance
5
1 i
improved since the beginning
9
| i i i
Unchanged
1
1
Average
f" 1 \
Dramati-
cally
Improved
5.
If any change, how much of it do you attribute to you and your suggestions?
(Please be frank.)
1
h
None
5
-+-
50%
9
All
6.
What alterations, if any, would you have made in the student teacher's attitude
or behavior?
7.
Would you want to work with a similar student teacher again?
With what reservation?
8 . Rate your student teacher In comparison to others you may have had and to others youhave known about. 7 „
1
1 1 1
5 9
The Very
Worst
-i
|
—
I (
Average
1
1
The Very
Best
Assess the student teacher's
1
1 , 1
desire to teach.
5 9
I
' i
Very
Poorly
Motivated
i
|
* 1 1
1
The Most
Highly
Motivated
10.
Assess the student teacher's desire to teach at the beginning of the semester.
I
1 *- 1
1 1 1 1
1
Very The Most
Poorly Highly
Motivated Motivated
11.
How many objectives was your student teacher able to complete during the semester?
No. Contracted No. Completed
12.
How helpful do you feel the process of identifying objectives and contracting leader-
ship style was in helping to complete these objectives.15 9
Not At Fairly Ideally
All Helpful So
13.
Following are possible characteristics of supervisors' roles. Indicate on ? 5 point
scale ( 1 low to 5 high ) the effectiveness of your supervisor in carrying out each
role.
Coordinating
Observing/Critiquing
Inter personal i'acixitating
Provider of Socio-Emotional Support
Resource Broker
Personal Counseling
Professional/Job Counseling
Promoting Good Relationships Between School and University
Consulting
Other —
NOW STAR THE 3 ROLES YOU OBSERVED YOUR SUPERVISOR
DEVOTING THE LARGEST PORTION OF HIS/
HER TLME.
14. The supervisor's style that was used this semester comprised the following chara<?-~^
teristics
:
1)
An initial session to brainstorm objectives with all teachers
and student teachers
2)
Individual meetings with the supervisor and student teacher
to develop and agree upon an MBO contract for the semester
3) A group workshop that dealt with leadership theory
4) Individual meetings with the supervisor and student teacher
to identify appropriate leadership style and agree upon a
final contract
5)
Observations and Critiques
6)
Individual meetings with the supervisor and student teacher
to renegotiate and evaluate the contract
7)
Final "wrap-up" sessions
On the line after each stated characteristic, mark F if you feel it is desirable
to formally retain this as an explicit step in the supervisory process
—
(Put on
the appropriate line)
.
Mark I if you feel it would be desirable to informally retain this characteristic
in the supervisory' process— (Put I_ on the appropriate line).
Mark D if you feel the characteristic should be dropped from the supervisory
process
—
(Put D on the appropriate line).
EACH STEP (//1 to #5) SHOULD BE MARKED F, JL, OR P..
15. In what ways did the supervisor complement your style (e.g.. Do something lack
of time, knowledge, etc., prevented you from doing with the student teacher)?
If appropriate, give an example:
NAME:
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December, 1975
STUDENT TEACHER QUESTIONNAIRE
1.
How well did the student teaching experience meet your expectations?
} 5 9
I
—' 1 1 1
1Not At Fairly Perfectly
All Well
2.
How helpful was your cooperating teacher?
Not At
All
5
Fairly
Helpful
9
Ideally
So
3.
Evaluate your student teaching experience.
1
A Failure
i h
5
Fair
9
Ideal
4. To what degree has your teaching performance improved since the beginning of this
semester?
1
i
5
i i \
9
i
1
*
Unchar g 'd
' r
Moderately
Improved
i
Dramati-
cally
Improved
5.
If any change, how much of this change do you attribute to your cooperating
teacher?
1
None
+
5
50%
9
All
6.
What alterations, if any, would you have preferred in the cooperating teacher's
attitude or behavior?
7.
Would you pecommend using this cooperating teacher again?
With what reservations?
8 . Rate your cooperating teacher as a model to follow.
The Very Average
Worst
9 234
The Very
Rest
9.
How well did the student teaching experience meet your needs?
1
Not At
All
5
Fairly
Well
9
Perfectly
10.
Assess your desire to teach.
1
-+-
Poorly
Motivated
Motivated
Somewhat
Most Highly
Motivated
11.
Assess your desire to teach at the beginning of the semester.
1 5
4-
Poorly
Motivated
Motivated
Somewhat
Most Highly
Motivated
12.
How many objectives identified through your contract were you able to complete
during the semester?
No. Contracted No. Completed
13.
How helpful do you feel the process of identifying objectives and contracting leader-
ship style with your cooperating teacher and sup~ -visor was in helping to complete
these objectives?
5 9
H 1 1 1
'
Fairly Ideally
Helpful So
1
Not At
All
14.
Following are possible characteristics of supervisors' roles. Indicate on a 5 point
scale (1 low to 5 high) the effectiveness of your supervisoi in carrying out each
role.
Coordinating
Observing/Critiquing
Interpersonal Facilitating
Provider of Socio-Emotional Support
Resource Broker
Personal Counseling
235Professional/Job Counseling
Promoting Good Relationships Between School and University
Consulting
Other —
NOW STAR THE 3 ROLES YOU OBSERVED
OF HIS/HER TIME.
YOUR SUPERVISOR DEVOTING THE LARGEST PORTION
15. The supervisor's style that was used this semester comprised the following
characteristics:
1)
An initial session to brainstorm objectives with all teachers
and student teachers
2)
Individual meetings with the supervisor and student teacher
to develop and agree upon an MBO contract for the semester
3) A group workshop that dealt with leadership theory
4) Individual meetings with the supervisor and student teacher
to identify appropriate leadership styles and agree upon a
final contract
5)
Observations and Critiques
6)
Individual meetings with the supervisor and student teacher
to renegotiate and evaluate the contract
7)
Final "wrap-up" sessions
On the line after each stated characteristic, mark F if you feel it is desirable
to formally retain this as an explicit step in the supervisory process
—
(Put 1? on
the appropriate line)
.
Mark I_ if you feel it would be desirable to informally retain this characteristic
in the supervisory process— (Put I_ on the appropriate line).
Mark D if you feel the characteristic should be dropped from the supervisory
process
—
(Put D on the appropriate line).
EACH STEP (//l to #5) SHOULD BE MARKED F, I, OR D.
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APPENDIX I
SUPERVISOR APPRAISAL FORM
237
SUPERVISION EVALUATION QUESTIONNAIRE
(May 1975/December 1975)
APEP supervisors have again requested appraisal by you, cooperat-
ing teachers and student teachers, of the services they have been pro-
viding this semester. We very much want your comments; but, if you
prefer to use check marks on the scales provided, please do so.
Please return the completed forms to' the Assistant Principal.
NAME OF SUPERVISOR:
ARE YOU A COOPERATING TEACHER:
OR STUDENT TEACHER:
1. Providing feedback on teaching performance of student teacher .
(Effectiveness and frequency of observations, pre- and post-
observation conferencing, use of technical skills of teaching,
etc.
)
WEAK / STRONG
Comments
:
2, Giving general support and responding to problems raised ,
ability in times of need, providing support individually,
seminars, in three-way conferences.)
WEAK L
(Avail-
in
STRONG
Comments
:
238
3. Marshalling resources for substantive needs
.
(Giving specific
help in ideas, materials, techniques, and skills related to stu-
dent teaching, and/or finding where these can be found.)
WEAK / STRONG
Comments
:
4 . Relating student teaching to the broader educational scene .
(Highlighting ways of working and organizing alternative to those
used in quads/classrooms, encouraging visits and readings.)
WEAK / STRONG
Comments
:
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COOPERATING AND STUDENT TEACHERS
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PROTOCOL FOR FINAL INTERVIEW
WITH COOPERATING AND STUDENT TEACHERS
During the Review of Performance Meeting (18.0),- the author
interviewed each of the student teaching triads with the expressed
purpose of eliciting from each participant responses as to the effec-
tiveness of the contracting/supervisory process. The interviews
lasted approximately one and one-half hours and centered around the
following questions:
1. What was your (CT/ST) overall reaction to the con-
tracting/supervisory process (e.g., strengths,
weaknesses, necessity of meetings, helpfulness of
process, how would you change, ci.ne spent, success
of each meeting)?
2. Did you (CT) find yourself consciously thinking of
leadership style as you worked with the student
«- <=2cher?
3. After now going through this process once, could
you carry on this approach without structure, or
is there a need for organized structure?
4. Would your style (CT) of supervision be
different
if working with other personnel next semester
or
if in another school district?
5. Did you find the contract flexible enough so
you both could make any changes when they were
needed? Did you find yourself waiting until
a meeting was called to make these changes?
6. How did you feel about the value of the large
group meetings?
7. How successful was the clinical supervision
model in helping you during the semester?
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APPENDIX L
STUDENT TEACHER RESPONSES TO SUPERVISOR APPRAISAL FORM
FOR SPRING AND FALL SEMESTERS
COOPERATING TEACHER RESPONSES TO SUPERVISOR APPRAISAL FORM
FOR SPRING AND FALL SEMESTERS
STUDENT TEACHER RESPONSES TO SUPERVISOR APPRAISAL FORM FOR
SPRING AND FALL SEMESTERS 250
(Note: Each circle represents the position in which the specific number of check marks
was recorded by respondents. Responses for Spring, 1975 (n - 6) are shown above the
line representing the continuum for the dimension of supervisory strength; chc responses
for Fall, 1975 (n = 8)
,
when the contracting process using an MBO/Lcadership approach
was applied, are shown below the line.)
APEP Supervisor Appraisal Form
APEP supervisors have again requested appraisal by you, cooperating teachers and
student teachers, of the services they have been providing this semester. We very much
want your comments, but would also appreciate your using check marks on the scales pro-
vided.
NAME OF SUPERVISOR:
ARE YOU A COOPERATING TEACHER:
OR STUDENT TEACHER:
1 . Providing feedback on teaching performance of student teacher
.
(Effectiveness and
frequency of observations, pre- and post-observation conferencing, use of techni-
cal skills of teaching, etc.)
WEAK ©
Comments:
/ © @ Q STRONG
© <£)
2 . Giving general support and responding to problems raised . (Availability in times
of need, providing support individually, in seminars, in three-way conferences.)
weakCD CD © STRONG
Comments
:
Marshalling re sources for substantive needs . (Giving specific help in ideas, mate-
rials, techniques, and skills related to student teaching, and/or finding where
WEAK CD © / 0 © STRONG
Comments
:
© ©
Relating student teaching to the broader educational scene
.
(Highlighting ways of
iraKing
visits and readings.)
©WEAK
Comments
:
©
/ JQ ®
©
STRONG
® ©
COOPERATING TEACHER RESPONSES TO SUPERVISOR APPRAISAL FORM FOR
SPRING AND FALL SEMESTERS 251
(Note: Each circle represents the position in which the specific number of check marks
was recorded by respondents. Responses for Spring, 1975 (n = 13) are shown above the
line representing the continuum for the dimension of supervisory strength; the responses
for Fall, 1975 (n = 8), when the contracting process using an MBO/Leadership approach
was applied, are shown below the line.)
APEP Supervisor Appraisal Form
APEP supervisors have again requested appraisal by you, cooperating teachers and
student teachers, of the services they have been providing this semester. We very much
want your comments, but would also appreciate your using check marks on the scales pro-
vided.
NAME OF SUPERVISOR:
ARE YOU A COOPERATING TEACHER:
OR STUDENT TEACHER:
1 . Providing feedback on teaching performance of student teacher
.
(Effectiveness and
frequency of observations, pre- and post-observation conferencing, use of techni-
cal skills of teaching, etc.)
WEAK CjD CD d*) O / CD CD 0 STRONG
Comments
:
2. Giving ger er. il support and responding to problems raised . (Availability in times
of need, providing support individually, in seminars, in three-way conferences.)
WEAK © © 9 ® © STRONG
Comments
:
©
3. Marshalling resources fjor_ substant ive needs. (Giving specific help in ideas, mate-
rials, "techniques, and skills related to student teaching, and/or finding where
these can be found.)
WEAK
Comments
:
(5) (j) (?) (j) STRONG
(5 © (D ®
Relating student teachin g to the broader educational scene.
(Highlighting ways o.
working and organizing alternative to those used in
quads/classrooms, encouraging
visits and readings.)
WEAK © / © Q) STRONG©Comments
:
©
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